Northern Illinois University

Huskie Commons
Graduate Research Theses & Dissertations

Graduate Research & Artistry

2015

Principals' perceptions of the impact of parent and family
involvement activities with parents of latino students
Rene D. Carranza

Follow this and additional works at: https://huskiecommons.lib.niu.edu/allgraduate-thesesdissertations

Recommended Citation
Carranza, Rene D., "Principals' perceptions of the impact of parent and family involvement activities with
parents of latino students" (2015). Graduate Research Theses & Dissertations. 4512.
https://huskiecommons.lib.niu.edu/allgraduate-thesesdissertations/4512

This Dissertation/Thesis is brought to you for free and open access by the Graduate Research & Artistry at Huskie
Commons. It has been accepted for inclusion in Graduate Research Theses & Dissertations by an authorized
administrator of Huskie Commons. For more information, please contact jschumacher@niu.edu.

ABSTRACT
PRINCIPALS’ PERCEPTIONS OF THE IMPACT OF PARENT AND FAMILY
INVOLVEMENT ACTIVITIES WITH PARENTS OF LATINO STUDENTS
René D. Carranza, Ed.D.
Department of Leadership, Educational Psychology and Foundations
Northern Illinois University, 2015
Rosita López, Director

Latinos have a pattern of low academic achievement, starting in elementary school
and persisting through high school and college. This pattern of achievement remains lower
than that of any other group. In 2050, it is expected that Latinos will make up 30% of the
U.S. workforce.
This research looks at the role that parent involvement plays in academic
achievement based on principals’ perceptions. Perceptions are important because they
influence behavior and decision making. The parent-involvement activities studied are
based on the Epstein framework of six types.
A survey was sent to 435 principals from the northwest suburbs of Chicago who
served in schools that had a substantial Latino population. Statistical analysis of the data
indicated that learning at home and communication were the two types of activities that 102
respondent principals viewed as most significant. They saw involving parents in decision
making as having the least impact on achievement. Demographic characteristics of
principals were reviewed, and gender, education, and ethnicity were significant in terms of
the six types of parent-involvement activities.

Qualitative data recorded from open-ended questions gave Spanish language
services as the most important factor playing a positive role in family-involvement
activities and lack of Spanish abilities on the part of school personnel and English
deficiencies on the part of parents as the biggest barrier. The principals were asked if they
had been trained in parent-involvement activities, and a full 73% of them said they had not
had a single class in parent involvement in their professional preparation.
Language services seem to be significant in increasing relationships between parents
and school personnel. This can lead to better communication about how to support students
at home and in school. It is clear from the study that principals could benefit from more
training in this area in preparation for working with Latino student populations.
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CHAPTER 1
STATEMENT OF THE PROBLEM

It is of great concern that “Hispanic children, especially those from disadvantaged
circumstances, continue to lag behind non-Hispanic Whites on measures of school
readiness and school achievement, including in reading and mathematics” (The National
Task Force on Early Childhood Education for Hispanics, 2007, p. 1). Latinos have a pattern
of lower academic achievement persisting through high school and college (National Task
Force on Early Childhood Education for Hispanics, 2007).
The lack of educational attainment among Hispanics represents one of the greatest
challenges facing U.S. employers, according to human resources professionals and
researchers. It is projected that by 2050, Hispanics will make up 30.0% of the U.S.
labor force. However, only 64.3% of Hispanics age 25 and older have at least high
school diplomas or the equivalent, and just 14.1% have bachelor degrees, according
to the National Center for Education Statistics [NCES]. (Meinert, 2013, p. 28)
The educational attainment of Latinos remains lower than that of any other group
(Nieto, 2013). “Latino schooling in the U.S. has long been characterized by high dropout
rates and low college completion rates. Both problems have moderated over time, but a
persistent educational attainment gap remains between Hispanics and non-Hispanic
Whites” (Lopez, 2009, p. 1). This indicates that there is considerable work to be done to
create the kinds of conditions that foster greater success for Latino children in American
schools. In Border Crossings, Giroux (1992) states that Americans, as a society, “need
conditions within particular institutions that allow both teachers and students to locate
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themselves and others on histories that mobilize rather than destroy their hopes for the
future” (p. 35).
Locus of control refers to how “reinforcements change expectancies” for an
individual (Rotter, 1975). Part of that control rests on the resources that are available to an
individual or a family. These resources are financial, emotional, mental, spiritual or
physical, support systems; relationships or role models; and knowledge of hidden rules
(Payne, 1996). Resources are tools by which one negotiates his or her environment.
Obviously, the more resources one has, the better equipped one is to be successful (Payne,
2009). Dr. James Comer believes that children’s most meaningful learning occurs through
positive and supportive relationships with caring and nurturing adults (Joyner, 2004). The
Comer School Development Program has as one of its tenets: All parents, staff, and
community members, regardless of social or economic status, have an important
contribution to make in improving students’ education and their preparation for life (Joyner,
2004). Comer (2001) states that schools “must be able to engage the families of students
and the institutions and people in communities in a way that benefits students’ growth” (p.
37).
Enhancing the relationship between Latino families and schools is a key to students’
success. Substantial evidence exists as to why Latino students fail in schools (Sampson,
2003). Some of the factors that contribute to the vulnerability of Latino youth include low
expectations; lack of coordination among schools, parents, and community on behalf of
children; negative self-image; peer pressure; poverty; tracking; racism; and other school
policies (Barreno, 2005). Access to preschool education, of which Latino children have
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less than any other major group, contributes to some of this early gap but cannot account
for all of it (Gándara, 2010). The evidence shows that poverty is the culprit. Young Latino
children are more than twice as likely to be poor as White children and are even more likely
to be among the poorest of the poor (Gándara, 2010).
Principals play a key role in creating the conditions for change in a school.
Principals hire staff, direct the writing of school improvement plans, help decide budgetary
allocations, and can generally set the agenda for school action. Criddle (2004) states that
principals are in critical leadership positions and must take the initiative in promoting
involvement and making parents see themselves as essential for school success. The main
role of the principal has remained essentially the same over time: to implement state
educational policy at the school and to maneuver, buffer, and maintain the stability of the
school culture at the local level (Rousmaniere, 2013). The work done with parents is
essential to the school culture.
The understanding of principals of the intersection of the parental beliefs and their
children’s success in school is essential in developing the right kinds of activities, training
teachers, and obtaining resources. The principal’s role is critical in fostering the practices
of a school that can enhance parental participation. This action may be driven by the
principals' perceptions of the importance of the partnerships. Perception is defined as
insight, intuition, or knowledge gained by perceiving (Webster’s II New College
Dictionary, 1995). Factors can influence and bias human perceptions, and therefore
knowledge of these biases is needed to temper and inform perceptions (Pickens, 2005). This
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research looks at how principals perceive the impact of parent involvement activities.
Perception drives action; thus, the beliefs principals have impact their behavior.
Contemporary research has revealed the need for parental involvement to promote
children’s success in schools (Delgado-Gaitan, 1991; Glasgow & Whitney, 2009;
Henderson & Mapp, 2002). There is growing recognition of the importance of the role of
parents and home-school partnerships in improving levels of achievement and attainment in
schools as well as the overall quality of the educational experience (Glasgow & Whitney,
2009). Participation and success in the American social and economic system has a basis in
an individual’s educational and familial background. Linguistic competence in the form of
English mastery as well as the appropriate certificates and degrees allow for entry into
positions in which their earning potential offers them an exit from conditions of poverty.
This journey starts at a fairly early age, given that students who enter kindergarten without
the requisite skills start to fall behind quickly, compared to their well-prepared peers. If
parents begin to understand that the school system has the responsibility to meet their needs
and that by working together with the school system they can become empowered,
conditions can be created that start to alleviate some of the problems.
The themes and the data generated here can help schools to develop expertise in
reaching parents and students who may have been alienated by poor school performance.
This goal of involving parents can be diminished by ineffective communication, racist
attitudes, lowered expectations, and general alienation. Parents want what is best for their
children. In systems in which there is a perception of parental nonparticipation or in which
Latino parents are perceived as having a lower status (Olivos, 2003), parents may at times
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distance themselves from possible effective solutions. Teacher perceptions can be informed
regarding the literacy practices in which Latino families engage. The NCES (Wirt et al.,
2003) has shown that incidents of discrimination are a common part of school experiences
for some Latino students. A growing body of literature has emerged that challenges the
belief that Latino parents are uncaring, incompetent, or submissive (Delgado-Gaitán, 2013;
Peña et al., 2008). This literature suggests that often the personal attitudes of school
personnel lead to rejecting the participation of parents perceived as having low social status
(Olivos & Mendoza, 2010). Although Latino practices may differ from traditional middleclass activities, they strengthen what is valued in the communicative and socialization
competence of the children. The principal’s role in helping to facilitate this interchange of
information is paramount.

Research Questions
The purpose of this study is to examine principals’ perspectives and beliefs about
parental involvement in their schools. Principals’ perceptions of the effectiveness of Joyce
Epstein’s six typologies of parental involvement are examined. The typologies are
parenting, communicating, volunteering, learning at home, decision making, and
collaborating. The perceived effect of each of the typologies is examined. The dynamic
implicit is that perceptions influence behavior; thus, a principal’s perceptions will affect the
choice of activities with Latino parents and families.
The research questions, based on Epstein’s typology of six parent-involvement
activities (Epstein et al., 2002, 2009), addressed in this study are:
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1.

Among elementary school principals, what is the perceived effectiveness of

parent involvement based on Epstein’s six typology activities?
2.

What specific principal attributes (gender, level of education, years of

service, years of service at current school, race/ethnicity, and ability to speak Spanish [if
affirmative, level of proficiency]) influence principals’ perceptions of the effectiveness of
parent involvement activities?
3.

What parental-involvement activities do principals find to be effective in

their schools?
4.

What barriers have principals found in their schools that influence parent

involvement?
5.

What professional development courses on parent and family involvement

have principals taken as part of their professional preparation and their professional
practice? If no courses, has parent involvement been part of their professional training?

Description of the Study
This is a descriptive study. A survey that explores principals’ perceptions of the
effectiveness on student achievement of the six domains proposed in the Epstein model
(providing parents of Latino students with parenting information, communicating,
incorporating parents of Latino students as volunteers, providing information on learning at
home, involving parents of Latino students in decision making, and collaborating with the
Latino community) was sent to principals of elementary schools in the suburbs of Chicago.
Descriptive statistics of the response patterns based on each of the six domains were
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conducted. Repeated-measures analysis of variance (ANOVA) examined means across
scores across the six different types of parent involvement.
Demographic characteristics of principals were collected: gender, level of
education, total number of years of service, number of years of service at the current school,
race/ethnicity, the ability to speak Spanish, and level of perceived proficiency in Spanish.
Frequencies and descriptive statistics were calculated for the demographic variables.
Multivariate analysis of covariance (MANCOVAs) were used to test for differences
in the parent involvement scales according to the demographic variables.
Qualitative research is extremely useful for obtaining insights into regular
problematic experiences and the meaning attached to the experiences of selected
individuals and groups which under certain conditions can achieve Verstehen or
understanding (Leech & Onwuegbuzie, 2007). In this study, a constant comparison analysis
was conducted. The codes emerged from the data, repeating themselves. They were
grouped and tallied. Constant comparison analysis is a method of choice when the
researcher wants to find general, or overarching, questions in the data (Leech &
Onwuegbuzie, 2007). The questions posed to the principals elicited general answers that
were then grouped and tallied.
The principals’ responses, when categorized, yielded themes that can be utilized for
reflection and the creation of staff development. The themes referred to the “what” in terms
of effectiveness of practices and/or barriers seen in parent involvement in their schools. The
data reported refers to these identified practices as well as to the prior training or lack
thereof in parent involvement during professional preparation.
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The selection of principals for the study was done via a search on the Illinois
Interactive Report Card site. Principals of 285 schools who had a Latino student enrollment
of 40% or more were chosen. An electronic survey was sent to the principals of the
selected schools, along with a cover letter explaining the research. A follow-up contact was
made for those surveys not returned based on the initial return rate.

Background and Rationale
School principals are responsible for the management and the leadership of the
school. They are entrusted with the physical operation of the school and the leadership that
ensures that students and staff perform at their highest potential. Principals also work as
social architects (Botha, 2013), providing leadership in the development of relationships.
To develop these relationships, the 21st-century principal needs to help design and construct
an integrated network of social agencies, possibly with the school at the hub, to address the
conditions confronting students and their families (Murphy, 1998). The more positive
communication a principal can have with the school community, the greater the connection
and likelihood that improved student achievement can result (Glasgow & Whitney, 2009).
Principals must work collaboratively with all constituent groups to ensure that this takes
place. One of the tools available to leaders is the ability to set the agenda for the direction
of the organization, by which initiatives and programs are supported. The school leader’s
value judgments are central in selecting and realizing educational goals (Murphy, 1998).
This research focuses on the principals' perceptions (in essence, a value judgment) of which
parent-involvement activities are effective for Latino students.
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Principals in the coming decades are likely to lead schools that are far different from
present-day schools. Students are likely to be more numerous and more diverse than ever,
and they are likely to continue to bring many of society’s problems to the schoolhouse door
(Institute for Educational Leadership [IEL], 2000). As in the period of early childhood,
family-involvement processes are critical for elementary school children’s learning and
development (Epstein, Sanders, & Clark, 1999). The way schools care about children is
reflected in the way schools care about children’s families (Epstein et al., 2002).
Epstein et al.’s (2002, 2009) framework defines six types of parental involvement:
parenting, communicating, volunteering, learning at home, decision making, and
collaborating with the community. This research looks at the perceptions of principals in
the suburbs of Chicago of the effectiveness of six types of parental-involvement activities
on the parents of Latino students. Perception, as defined by the Webster’s II New College
Dictionary (1995), is the capacity for insight and knowledge gained by perceiving. A
principal’s capacity to perceive the importance of the parental-involvement activities may
determine willingness to engage or motivate others to engage in them. The study looks at
demographic characteristics of principals--gender, race/ethnicity, educational level, number
of years of service, and whether they speak Spanish--and attempts to determine the
relationship of principals' perceptions to the effectiveness of the six types of parent
involvement.
Given the demographic changes affecting many urban American settings,
particularly the growth of the Latino population, the results of this study can be useful in
analyzing parental-involvement issues in similar settings. The schools in the suburbs of

10
Chicago have undergone a tremendous increase in Latino enrollment. Latino growth in the
suburbs has grown by 40% (Medill Report, 2011) in the first decade of this century.
Principals in these schools need to respond to these changes. The conclusions reached in
this study can be helpful in addressing issues with parents of Latino students.
One indicator of the inability of public schools to adapt to the changing
demographics is the educational outcomes for Latino students (Marschall, 2006). Although
the outcomes have improved gradually over the last 30 years, Latinos still lag far behind
their Anglo and African American counterparts (Marschall, 2006). For example, in 2000,
the status dropout rate for Latinos was 28% compared to only 7% for Whites and 13% for
African Americans (Wirt et al., 2002). The Latino dropout rate fell to 20.8% by 2005.
Some of the factors involved were the move toward small learning communities and
removal of economic barriers to extracurricular activities (Parrett & Budge, 2009). This
still amounts to one out of five Latino students not completing high school (Wirt et al.,
2005). The Bill and Melinda Gates Foundation, in a March 2006 report entitled, “The
Silent Epidemic” (Bridgeland, DiIulio, & Morison, 2006), concluded that each year almost
one third of all public high school students and nearly one half of all African Americans,
Latinos, or Hispanics and Native-Americans fail to graduate from public high school with
their class. The decision to drop out is a dangerous one for students. Dropouts are more
likely than their peers who graduate to be unemployed, live in poverty, receive public
assistance, and be in prison, on death row, unhealthy, divorced, or single parents with
children who drop out of school themselves. Of particular interest for this study is that the
immigrant population of the collar counties, those counties surrounding the city of Chicago,
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substantially exceeds that of Chicago. According to the University of Notre Dame Institute
for Latino Studies (2005), approximately 862,000 Latinos lived in the Chicago suburbs,
compared to 746,000 in the city of Chicago. The Latino population in Illinois from 2000 to
2010 increased by 32.5 % (U.S. Census, 2010). The impact on schools is evident. School
resources are likely to be stretched as more Latinos needing linguistic-specific services
enroll. Bilingual teachers to meet these needs are in short supply. The report also states
that one of the most pressing findings is the growth of the Latino community stuck in lowwage jobs, with little chance of advancement. This leads to an increasing wage gap as well
and contributes to broader problems of poverty.
The purpose of this study is to investigate principals’ perceptions of the impact of
various parental-involvement activities on Latino children. One way to conceptualize the
effects of parent involvement is through increased social capital. Social capital is defined
as the resources available to individuals who are part of a social network (Anderson, 1995).
Understanding the motivation or interest of a principal in identifying the factors that
contribute to an increase in parental involvement, and thus build social capital, is part of the
objective of this study. Fritch (2000) concludes that (a) social capital is context-specific,
(b) it can be formed without face-to-face contact, (c) schools are greatly influenced by the
communities in which they are embedded but have only marginal influence on the
community, (d) parental involvement in the school is key to increased social capital, and (e)
schools that are smaller are more likely to possess social capital formed through social
interaction.
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Epstein et al.’s (2002, 2009) concept of overlapping spheres of influence underlies
the building of social capital. When schools, families, and communities work together,
placing the children at the center, they overlap in their influence. They demonstrate what
Epstein et al. (2002) call a core concept--that of caring. Families, schools, and communities
demonstrate their caring for children when activities are designed to engage, guide,
energize, and motivate students to produce their own success.
Supported by a burgeoning number of studies, the importance of involving families
in their children’s education has become a significant part of the American educational
agenda (Epstein et al., 2002, 2009; Henderson & Mapp, 2002; Snipes, 1995). In the 1990s,
the Goals 2000 Educate America Act set partnerships as a voluntary national goal for all
schools (Epstein et al., 2002). Title I of the Elementary and Secondary Education Act
(ESEA) specifies and mandates programs and practices of partnerships for schools to
qualify for or maintain federal funding (Epstein et al., 2002). On January 8, 2002, the
Reauthorization of the ESEA created the No Child Left Behind (NCLB) legislation. NCLB
legislation supports parent involvement because research demonstrates overwhelmingly the
positive effect that parent involvement has on children’s academic achievement. A
blueprint for the reauthorization of ESEA/NCLB (ESEA Blueprint, 2010) includes
significant reforms already made in response to the American Recovery and Reinvestment
Act of 2009 around four areas: (1) improving teacher and principal effectiveness to ensure
that every classroom has a great teacher and every school has a great leader, (2) providing
information to families to help them evaluate and improve their children’s schools and to
educators to help them improve their students’ learning, (3) implementing college- and
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career-readiness standards and developing improved assessments aligned with those
standards, and (4) improving student learning and achievement in America’s lowest
performing schools by providing intensive support and effective interventions.
The school as the center of the community can symbolize the creation or recreation
of the idea of Gemeinschaft. This concept was developed in 1887 by F. Tönnis and
translated by C. P. Loomis to mean "community" (Baxter, 2004). Here interactions
between individuals, that is, relationships, are central. The community well-being and
functioning are critical. This is juxtaposed with the concept of Gesselschaft, which is
utilized to define more bureaucratic or societal perspectives. In the societal perspective,
individual needs are more important. School districts as organizations need to pay attention
to both these concepts in developing a sense of community and keeping clear the larger
societal perspective as well as the individual needs of the members.
In Servant Leadership in the 21st Century, Covey (2002) enumerates four roles of
leadership: first, leaders must lead by example, and second, they must find the path, the
vision. The third role is alignment, moving all the pieces in the right direction. The fourth
is that of the empowerment of the people the leaders serve. The principal’s role in
developing the sense of community while leading the school must include elements of
dialogue, honest communication, sensitivity, integrity, and passion. A critical part in
developing the relationship with marginalized populations takes into account what Moll,
Amanti, Neff, and Gonzalez (1992) call "funds of knowledge." These are the knowledge
and skills found in households, that many times are not synonymous with skills on which
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the school focuses. Dialogue and open communication can serve as “mediating structures”
between home and school (Gonzalez, Moll, & Amanti, 2005; Moll et al., 1992).
Most teachers and administrators are still not prepared to understand, design,
implement, and evaluate productive connections with the families of their students (Epstein,
Sanders, & Clark, 1999). Building skills to bridge these differences can assist principals
and their staffs. Developing awareness of the issues of poverty, mobility, and language that
affect many marginalized families may enhance these families' willingness to define
parental involvement in a different way. Studies in the anthropology of education have
concluded that the culture of the school differs from that of the home for many underclass
children (Delgado-Gaitán, 1991). Johnson (1996) states that irrespective of the school
district’s emphasis on community relations, the individual building principal’s receptivity
to the community is the single most important determinant of any community-relations
differences between one school and another.
Vygotsky (1978), is responsible for the social development theory of learning. He
proposed that social interaction influences cognitive development profoundly. Cultural
development, as well, does not occur in isolation but through social interaction. Vygotsky
proposed the concept of the Zone of Proximal Development as “the distance between the
actual development and . . . the level of potential development” (Vygotsky, 1978, p. 33).
For the purpose of this study, the distance that may exist among how well parents
understand modern American schooling, their level of understanding of political and social
institutions, their economic and legal rights, and many other factors that they envision as
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barriers or impediments would constitute a cultural Zone of Proximal Development. It is in
this arena that principals can intervene, given their perception of its importance.

Assumptions of the Study
An assumption made in this study is that the respondents would be honest in their
responses to the survey questions. It was assumed that although principals would recognize
the value of parental involvement, their practices might or might not reflect that value. It
was hoped that the responses would actually reflect their practices.

Significance of the Study
This study examines the perceptions of elementary school principals in the suburbs
of Chicago, Illinois, with reference to the impact on parents and families of Latino students
of various types of parental involvement practices. Perceptions are important in that they
help form attitudes. Attitudes are influenced by the social world, and the social world is
influenced by attitudes (Pickens, 2005). The results of this study can help draw conclusions
about principals’ perceptions of the effectiveness of parental and family participation
activities on student achievement in elementary schools with substantial Latino populations.
Substantial in this case has been defined as 40% or more.
Generalizations about the results are limited to schools in the suburbs of Chicago.
Lessons, though, can be derived from these results that could be of potential benefit to any
school with a Latino population. All schools in the country are operating under the
requirements of NCLB legislation; if they have subgroups whose scores are being analyzed
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for adequate yearly progress, they must implement strategies to raise achievement.
Principals play a significant role in helping schools raise achievement.
The views expressed by administrators in the suburbs of Chicago may not represent
prevailing views in the state or nationally. The study is limited to the suburbs of Chicago,
Illinois, and elementary school principals with a 40% or greater Latino population in their
schools. It is limited to understanding the presence and perception of the Epstein domains
of parent involvement.

Limitations of the Study
This study was limited to principals of elementary schools in the suburbs of
Chicago. The survey questions were about perceptions of individuals. The perceptions of
the principals were self-reported and might carry with them a personal bias toward agreeing
with practices, although these may not be reflected in actual behavior. The degree to which
a particular activity may be deemed successful is based on an individual principal’s
perception.

Delimitations of the Study
To conduct the study in an efficient manner, certain delimitations were accepted as
necessary. The following were identified:


The results of this study are limited to respondents who were Illinois

principals, selected through the Illinois Interactive Report Card (2014).
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The study was limited to the survey respondents who chose to return the survey.



The perceptions of the respondents might be biased in favor of presenting a
supportive view of parental-involvement practices.

Population
The population of principals selected for this study was identified through the
Illinois Interactive Report Card (2014) for the 2013-2014 school year. Schools that had a
Latino/a student population of 40% or more were selected. The 285 schools that met this
criterion were selected. The schools were located in the suburbs of Chicago.

Definition of Terms
Latino/Hispanic: A person from or descendant of a family from Mexico, the
Caribbean, or Central or South America. The use of the term “Latino” rather than
“Hispanic” is a political choice. “Hispanic” was introduced as a category by the federal
government in the 1980 census. “Latino” is a more “grassroots creation” that includes
Latinos of all races and is gender specific. These terms are utilized interchangeably in the
study.
Perception: To perceive, to become aware of directly through the senses, to take
notice, to achieve understanding of; perception--act, process, or faculty of perceiving;
insight, intuition, or knowledge gained by perceiving (Webster's II College Dictionary,
1995).
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Parental involvement: For purposes of this study, the typologies proposed by the
Joyce Epstein model that constitute parent involvement: parenting, communication,
volunteering, learning at home, decision making, and collaborating with the community.
Social capital: The interpersonal connections and the knowledge an individual has
of the social, educational, and economic institutions and forces in the community.
Zone of Proximal Development: Vygotskian concept referring to an area of growth
or development of an individual.
Student achievement: Social and academic performance in school.
PTA/PTO/PTSO: Parent-teacher organizations working to benefit educational
programs in schools. PTA (Parent-Teacher Association) is a national organization, with
dues paid. PTO (Parent-Teacher Organization) and PTSO (Parent-Teacher-Student
Organization) are local organizations for which no dues are owed to a national organization.
Elementary schools: Schools comprising kindergarten to fifth grade, for the most
part. Some may have kindergarten to sixth grade, and some may be organized in a
kindergarten through eighth-grade structure.
Parenting: Home environments that help support children as students.
Communication: Forms of school-to-home and home-to-school communication
about school programs and children’s progress.
Volunteering: Recruitment and organization of parents to help and support various
aspects of the school.
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Learning at home: Information and ideas facilitated to families about how to help
students at home with homework and other curriculum-related activities, decision making,
and planning.
Decision making: School decisions, development of parent leaders, and
representatives.
Collaborating: Identification and integration of resources and services from the
community to strengthen school programs, family practices, and student learning and
development.
Community: The families, businesses, and local organizations that come in contact
with a school in a particular area.

Organization of the Dissertation
In this chapter, the background and rationale for the study were presented. The
problem was stated and the research questions were posed. The significance of the study
was noted. Definitions of terms were presented. Chapter 2 reviews the relevant literature
on principal roles, parent involvement, student achievement, and community partnerships.
Chapter 3 details the methodology to be utilized in collecting data and identifying the
participants and how the data were analyzed. Chapter 4 describes the results. Chapter 5 is a
discussion of the results and their implications.

CHAPTER 2
REVIEW OF RESEARCH AND RELATED LITERATURE

This study examines the perceptions of elementary school principals in the
northwest suburbs of Chicago on the impact of six types of parental-involvement activities
on student achievement. The six types of parental-involvement activities examined are
those detailed by Epstein et al. (2002, 2009): parenting, communicating, volunteering,
learning at home, decision making, and collaborating with the community.
The first section of this chapter looks at the demographic changes, particularly the
growth of the population of Latino students and their families, that have affected the
country in general and the suburbs of Chicago in particular. This is of high importance
because demographic changes affect staffing, teaching, and, in many instances, students’
academic performance, including dropout rates. The role of the principal and some of the
research on administrators’ roles in relation to parental participation or partnerships are
reviewed. Principal standards from the perspective of various Illinois and national
organizations are reviewed. The following section deals with Freire’s thinking about the
impact of parent involvement issues on schools. The next section presents research that
looks at the impact of parent involvement on student achievement. A discussion of the
Epstein framework of six types of parent involvement follows. The review of literature
then focuses on historical perspectives and legal aspects of parent involvement. Race,
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social capital, and issues of power are discussed next. Organizational frames are reviewed
next as a lens into principal and parent involvement. A summary of the review of literature
concludes Chapter 2.

Demographic Changes
The U.S. population is currently 317 million (U.S. Census Bureau, 2013). The
Latino population in the U.S., according to the U.S. Census Bureau Report (2013), is over
53 million, or 17 % of the U.S. population. The projected Latino population for 2050 is
102.6 million. Latino students in schools currently make up 15.0% of the total. They will
make up 25.0% of the total by the year 2025.
The high school completion rate for Latinos has remained steady over several years:
only 57%, compared to 79% for African Americans, 87% for Asian/Pacific Islander, and
89% for Whites. The rate of attainment of bachelor degrees for individuals 25 years or
older also indicates that Latinos are not achieving at comparable levels: 11%, compared to
29% for Whites, 47% for Asian/Pacific Islanders, and 17% for African Americans. The
percentage of Latinos in graduate school and with higher degrees is 11%. In predominantly
African American and Latino urban districts, high school graduation rates are well under
50% (Henderson, Mapp, Johnson, & Davies, 2007).
A report by the Bill and Melinda Gates Foundation, entitled The Silent Epidemic
(Bridgeland et al., 2006), states that almost one third of all public high school students-nearly one half of all African Americans, Hispanics, and Native Americans--fail to graduate
with their class. In interviews with students who had dropped out, nearly 7 in 10, or two
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thirds, said that they would have worked harder if the schools had demanded more of them
and provided the necessary support.
The students who dropped out stated that the level of proactive parental involvement
in their education was low. The recommendations of the report, in terms of what might
help students stay in school, include improved teaching and curricula to make school more
relevant, improved instruction and access to support for struggling students, a school
climate that fosters academics, ensuring that students have strong relationships with at least
one adult in school, and improved communication between parents and school (Bridgeland
et al., 2006).
The report concludes that dropouts are more likely than their peers who graduate to
be unemployed, live in poverty (see Table 1), receive public assistance, and to be in prison,
on death row, unhealthy, divorced, and ultimately single parents with children who drop out
of high school themselves. Four out of every 10 young adults (ages 16-24) lacking a high
school diploma received some type of government assistance in 2001, and a dropout is
more than eight times more likely to be in jail or prison as a person with at least a high
school diploma (Bridgeland et al., 2006).
The Latino demographics indicate that poverty rates are prevalent in this
community. In 2010, the poverty level in the U.S. was considered $22,500 for a family of
four (U.S. Census, 2010). In 2014, this level was calculated at $23,850 (Families USA,
2014). In 2003, the poverty rate for all individuals was 12.5%; this rose to 14.5% in 2010
and to 16% in 2012 (U.S. Census Bureau, 2013). For children under the age of 18, the
poverty rate was 17.6 %. For children under the age of six, the rate was 20.3 %. Among
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Table 1
The Relationship Between Income and Education
Median Annual Income
by Year
Level of Education

2000

2008

Less than ninth grade

$20,789

$27,964

High school (9th-12th grade), non completion

$25,095

$33,435

High school completion (including equivalency)

$34,303

$43,165

Some college, no degree

$40,337

$50,539

Associate degree

$41,952

$54,861

Bachelor degree

$56,334

$82,197

Professional degree

$99,411

$166,065

Doctoral degree

$80,250

$129,773

Source: Infoplease, 2013

children whose parents work full time, immigrant children are at greater risk of living in
poverty than native-born children (National Center for Children in Poverty, cited in Payne,
2005).
In 2013, according to the U.S. Census, the poverty rate stood at 16% overall. The
percentage of Latinos living in poverty had gone from 23.2% to 25.6% from 2008 to 2012.
Latinos, except for Cuban Americans, can be characterized as having high rates of poverty
and low levels of educational achievement (Espinoza, 1995). The Pew Hispanic Center in
Washington, DC, reported in 2005 that Latino workers, especially recent immigrants, were
less educated and less experienced than other workers. As a result, they were concentrated
in relatively low-skill occupations, had a higher unemployment rate, and earned less than
the average for all workers. Poverty was also high among Latino households, and wealth
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accumulation was low. Hispanic households owned less than 10 cents for every dollar in
wealth owned by White households (Pew Hispanic Center, 2005). The U.S. Census Bureau
reported in 2009 that the median wealth for Latinos households fell by 66% from 2005 to
2009 (Kochar, Fry, & Taylor, 2011). On all the indicators of academic achievement,
educational attainment, and school success, African American and Latino males have been
noticeably distinguished from other segments of the American population by their
consistent clustering at the bottom of the American economic ladder (Schott Foundation for
Public Education, 2010, cited in Noguera, 2012, p.9).
Understanding the Latino experience can be complicated by the fact that Latinos
come from various countries and cultural backgrounds. They are ethnically diverse and
have different patterns of immigration into the U.S. Their educational performance and
backgrounds in their country of origin vary as well. The largest group of Latino immigrants
to the U.S. comes from Mexico. Nearly 40% of the Mexican immigrants 16-19 years old
are dropouts, many completely bypassing the educational system to go into the workforce.
The dropout rate for Mexican immigrants educated in U.S. schools is 20% (Fry, 2003a).
The dropout rate for Central American immigrants is 25% overall, but when disaggregated,
it is only 7% for U.S.-educated Central American immigrants (Fry, 2003a). The reasons for
these high dropout rates for Latinos are multiple and complex. The Pew Hispanic Center
(2005) reports that only 9% of Latino dropouts earned a General Educational Development
(GED) certificate, which serves as an equivalent certification for high school completion.
In comparison, 29% of African American high school dropouts and 29% of Whites earned a
GED. Overall, the report finds that 41% of Hispanic adults age 20 and older in the U.S. do
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not have regular high school diplomas, compared to 23% of African American adults and
14% of White adults. The Schott Foundation (2012) places the Latino graduation rate in
Illinois at 59% versus an 81% rate for White, non-Latino males. The American educational
system must acknowledge both a “pushed out” and a “locked out” problem. The “pushed
out” are those thousands of students, disproportionately African American and Latino
males, who, for various reasons, are not consistently in school and receiving sufficient
learning time to give them an effective opportunity to succeed. The “locked out” are those
young people who are in school but who lack access to the critical resources and student–
centered supports needed to have a substantive opportunity to learn (Schott Foundation,
2012).
According to the National Task Force on Early Childhood Education for Hispanics
(2007), one out of every four children in the U.S. younger than eight years old is Latino.
As the case is stated for the Latino educational experience in the U.S., the end result in
2014 is that the poverty rate and the dropout rate go hand-in-hand in making current school
experiences for children more and more difficult.
The suburbs of Chicago have seen a tremendous growth in their poverty rates in the
last decade. In 1990, about one third of the Chicago region’s poor population lived in the
suburbs. By 2011, the share of the region’s poor population living in the suburbs grew to
half, meaning nearly equal numbers of people live in poverty in the suburbs as in Chicago
(New Poverty Data, 2013).

26
Principal Role in Parental Participation
The fundamental premise raised in this paper deals with the perception of principals
of the importance of building and supporting strong relationships with the parents and
families of Latino students in order to galvanize support for the academic and social
development of these students. The Webster’s II New College Dictionary (1995)
definitions of “perceive” and “perception” is as follows: “perceive”--to become aware of
directly through the senses, to take notice, to achieve understanding of, and “perception”-act, process, or faculty of perceiving; insight, intuition, or knowledge gained by perceiving.
In understanding the conditions that affect many Latino students, including poverty,
immigration issues, and language, principals as cultural workers grasp that education is a
“political act” in which many of them engage in the construction of their own cultural
forms of resistance (Darder, 2002). This means that part of the role of the principal includes
knowing and understanding the political nature of education and the impact this has on
students and their families.
A possible implication of ignoring this is that “the more you deny the political
dimension of education, the more you assume the moral potential to blame the victim”
(Freire & Macedo, 1997, cited in Darder, 2002, p. 57). The cultural deficit model (Irrizary,
2009) ascribes the responsibility of failure to the victims, in this case students and their
families, due to characteristics often rooted in their cultures and communities, without
giving consideration to structural factors such as lack of resources, lack of capital, poverty,
and racism. This model exonerates the schools from their part of the responsibility for these
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students’ lack of success. To use Dewey’s notion, “Schools must be the engine of social
transformation” (Singleton, 2006, p. xv).
Principals are responsible for addressing the academic needs of all students,
regardless of ethnic, cultural, and language differences. One way in which school leaders
can meet the diverse needs of all students is to reach out, communicate, and collaborate
with all the students’ parents and families (Olivos, 2007). Freire believed that the challenge
of transforming schools should be directed at overcoming socioeconomic injustice linked to
the political and economic structures of society (Irrizary, 2009). Viewing parents and
students through a deficit lens leads to lowered teacher expectations, differential classroom
interactions, inadequate counseling, less access to pertinent information, ability grouping
and tracking, disproportionate representation in special education, culturally biased
curricular and instructional practices, culturally biased assessment tools, altered discipline
methods, and often instruction from the least experienced or qualified teachers (Olivos,
2007). Principals must attempt to increase their own understanding in order to create
institutions that are culturally responsive to the needs of students and their families.
In his pedagogic creed, Dewey (1929) states, “I believe that education is the
fundamental method of social progress and reform” (p. 13). Singleton (2006) encourages
educators to engage in difficult self-assessment and to take responsibility for what they
control: the quality of their relationships with colleagues, students, and their families, both
in the classroom and throughout the school community. Principals need to be “explicitly
interested in transforming not only the harmful outcomes of hegemony on peoples in non
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dominant positions, but also the educational and societal systems that maintain static,
asymmetrical power relations” (Huckaby, 2005, p. 21).
Epstein and Dauber (1991) suggest that “teachers of English and reading use more
practices than teachers of other subjects to involve parents in their children’s education” (p.
300). Deforges and Abouchaar (2003) state that parental involvement in the form of “at
home good parenting” has a significant positive effect on children’s achievement and
adjustment even after other factors shaping attainment have been taken out of the equation.
Comer (2001) states that in addition to having thorough knowledge of their discipline,
administrators need to know how children develop generally and academically and how to
support that development. Epstein et al. (2009) state that nearly all teachers and
administrators would like to involve families, but many do not know how to build,
efficiently and effectively, positive and productive programs and are consequently fearful
of trying. This creates what she has termed a “rhetoric rut” in which educators are stuck,
expressing support for partnerships without taking necessary action.
The level at which a principal addresses his efforts is a complex matter. Gordon
(1979, cited in Lunenburg & Irby, 2002) developed a series of categories based on
institutions that would be influenced by parental involvement. The micro-system--the child
and his/her family--are strongly influential in development and school success but require
great effort and energy to change. The meso-system is the neighborhood institutions such as
school, recreation centers, stores, etc. At the school is where a principal may have greater
effect in creating conditions that impact parental involvement. The exo-system consists of
local policies. For example, family-leave policies of employees and social services
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available in the community have influence on family life. Finally, the macro-system
represents the major social, economic, and political aspects of society. These have a great
impact on family life, and perhaps the principal’s role is in helping families understand
these.
Singleton (2006) speaks about the willingness of principals to create culturally
responsive institutions by increasing their own cultural competence. This would lead to
understanding the world of the students and their families through the authentic dialogue
that Freire (1970b) suggests. Research by Grissom and Loeb (2009) state in a self-report on
five dimensions that principals reported least effectiveness in an external relations category,
which included working with local community members and organizations.
Epstein et al. (2009) report a dramatic gap between educational leaders’ strong
beliefs about the importance of conducting effective partnerships and their reports of low
levels of preparedness of graduates to work effectively with students’ families and
communities. They state that recent studies and reviews of literature and practice indicate
that most colleges and universities do little to prepare teachers and administrators to
understand and work with families and communities. Epstein, Sanders, and Sheldon’s
(2006) results show that schools implemented NCLB requirements better for parent
involvement when they had well-organized action teams for partnerships, strong principal
support, and more direct facilitation from their district leaders.
From the education community to the world of scholarly research to the popular
press, a resurgence of attention has occurred toward the importance of principals for
effective schools (Manasse, 1985). Leithwood and Montgomery (1982) indicate in their
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review of research that effective principals view the actions of parents and the wider school
community as potential instruments for fostering goals being pursued by the school and
shaping their relationships with the community to serve this end. They also report that
effective principals establish norms for risk taking among staff. In fostering partnerships
with Latino parents, principals need to be cognizant of these factors. Defining “effective”
certainly has difficulties as it may include many intangibles, such as superintendents’
rankings; test scores; teacher, student, and community satisfaction; and the ubiquitous test
scores. Yet all the factors consistently identified as characteristic of effective schools-strong administrative leadership, a school climate conducive to learning, a schoolwide
emphasis on skills, high teacher expectations for student achievement, and systematic
monitoring of pupil performance--are either directly or indirectly related to the
effectiveness of principals (Manasse, 1985).
Fullan (2003) emphasizes a moral purpose as a key ingredient in building and
leading learning communities. Moral leadership is a function of the capacity of leaders and
the complexity of the environment (Walker, Haiyan, & Shuangye, 2007).
Clark (1993) proposes that the principal should have the ultimate responsibility for
creating harmony between the school and the home and that specific information must be
given if desired changes in home-school relations are to occur. Overall, the body of theory
and research indicates that the parental-involvement process is an interactive one in which
the contributions of parents, children, and schools interact to yield parental-involvement
activities and outcomes. The literature suggests further the importance of specific attention
to the principal’s contributions in this process (Barreno, 2005). Sanders and Sheldon (2009)
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wrote that principals must understand federal, state, and local policies on family and
community involvement, develop a critical understanding of research on family and
community involvement, and create opportunities for faculty and staff to examine the
research on family involvement for important student outcomes and school goals.
Principals affect school outcomes through influence in four domains: purpose and
goals, structure and social networks, people, and organizational culture (Sanders & Sheldon
2009). The reflective work that this entails takes principals beyond the role of instructional
leader, expanding the definition of instructional leadership into all these other areas that
impact academic achievement. Principals can “re-culture” their schools to create normative
environments that support and nurture partnerships by (a) helping professional educators,
families, and community members address and manage issues of power; (b) assisting key
stakeholders in building trusting relationships; (c) creating two-way systems of
communication and managing conflict; (d) developing volunteer opportunities; and (e)
identifying and supporting effective partnership teams (Sanders & Sheldon, 2009).
Coupled with what Offermann and Phan (2002) call “culturally intelligent leadership,” this
can retool a school’s focus. Cultural intelligence, they argue, is a form of meta-intelligence
that allows leaders to function effectively in a variety of cultures. Culturally intelligent
leadership requires that administrators understand their own cultural values and biases and
how these influence their expectations for themselves and others. They need to understand
other cultural groups and their comparable values, biases, and expectations. Leaders need to
adjust leadership behaviors and expectations to specific cross-cultural situations. Glasgow
and Whitney (2009) ask principals to be authentic as school leaders.
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Principal Standards
Several national organizations, such as the National Association of Elementary
School Principals (2001) and the Council of Chief State School Officers (1996), have
created standards for principals that address the academic and social needs of students.
Central to these conceptions is the need to work closely with the families of students.
The Interstate School Leaders Licensure Consortium (ISLLC) is a program of the
Council of Chief State School Officers (1996) made up of the public officials who head
departments of education in the states, the District of Columbia, and the Department of
Defense Education Activity. In 1996, the ISLLC published a document that detailed
standards for school leaders. This was updated in 2008. The standards present a common
core of knowledge, dispositions, and performances that can help link leadership more
forcefully to productive schools and enhanced educational outcomes (Council of Chief
State School Officers, 1996, 2008). Rationale for these standards is that learning and
teaching is being redefined to engage all youngsters. A second notion is that communityfocused and caring-centered conceptions would compete with more traditional hierarchies.
Finally, stakeholders external to the school building--parents, interested members of the
community, and the corporate sector--are likely to play increasingly significant and
enhanced roles in education. One of the guiding principles is that the standards should be
predicated on the concepts of access, opportunity, and empowerment for all members of the
school community. Standard 4 states specifically that a school administrator is an
educational leader who promotes the success of all students by collaborating with families
and community members, responding to diverse community interests and needs, and
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mobilizing resources. Specific to the growing demographic changes schools are currently
seeing, Standard 6 calls for educational leaders to promote the success of all students by
understanding, responding to, and influencing the larger political, social, economic, legal,
and cultural context.
The National Association of Elementary School Principals (2001) published
Standards for What Principals Should Know and Be Able to Do. Schools and communities
are inextricably intertwined, and the principal is the linchpin in creating a learning
community that integrates seamlessly the work and expectations of students, teachers,
parents, citizens, community and business leaders, and policymakers. Specifically, Standard
6 states that effective principals actively engage the community to create shared
responsibility for student and school success. The National Board for Professional Teaching
Standards published the Accomplished Principal Standards (National Board Certification
for Educational Leaders, 2010). Two of these standards address accomplished principals
who work with staff, students, and parents to establish a framework of ethical norms,
beliefs, and values to govern behavior inside and outside the learning community and to
advocate for students and their families.
The Professional Learning Community Continuum, written by the DuFour, DuFour,
Eaker, and Karhanek (2004), includes a section on parent partnerships. At the sustaining
stage of development, they state that the school-parent partnership moves beyond open
communication. The school provides parents with information and materials that enable
students to learn. Parents are welcomed in the school, and there is an active volunteer
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program. Parents are full partners in the educational decisions that affect their children and
community resources and are used to strengthen the school and student learning.
In 2010, Governor Pat Quinn of Illinois signed the Performance Evaluation Reform
Act (PERA) (Illinois State Board of Education, 2010), which requires all schools in Illinois
to change how the performance of principals and assistant principals is measured. A part of
this process includes the introduction of the Illinois Performance Standards for School
Leaders, which states in Standard IV that the “principal creates a collaborative school
community where the school staff, families, and community interact regularly and share
ownership for the success of the school” (p. 1).

Paulo Freire
Paulo Freire, Brazilian educator (1921-1997), proposed a system of thought, a lens
through which can be seen the liberating possibilities of education. This lens has been
referred to as “critical pedagogy” (McLaren, 2007). Freire was one of the first
internationally recognized educational thinkers who fully appreciated the relationship
among education, politics, imperialism, and liberation (McLaren, 2007). The essence of
Freire’s pedagogy consists of reading, reflection, and action, which he refers to as praxis
(Freire, 1970b). Literacy is a process by which human agents come to know and act upon
their world (Freire, 1970b).
Freire (1970b) posits the perspective that there are asymmetries of power in our
society. These are manifested in economic, political, social, and even legal terms.
American society and its educational system have elements of racism, inequality,
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discrimination, and power imbalances, as seen in the poor educational levels of Latinos and
other groups. Understanding this leads to what he has termed as concientizaçao or
consciousness. MacLaren (2007) speaks of “critical consciousness” as the will to fight the
state as a vehicle for social control, ethnic assimilation, and the reproduction of privileging
norms. Darder (2002) states that “teachers carry out educational practices that sustain
structures and relationships of economic inequality; they are acting as agents of the state in
carrying out the hegemonic political project of capitalism—whether they are aware of their
function or not” (p.70).
One of the themes that Freire raises is a critique of the current educational system as
a banking method of education (Freire, 1970a). The teacher deposits the educational
content, and students take in this knowledge. The banking method conditions students to
subscribe to the dominant ideological norms and political assumptions of the prevailing
social order. Education then is hegemonic, a reproduction of the societal dominant
ideology. Hegemony encompasses the arrangement of social and political ideological forces
that not only preserve the status quo but also resist transformation tenaciously (Darder,
2002). They are, therefore, systems that perpetuate asymmetrical relationships of power.
Freire exhorts teachers, as cultural workers, not to engage in simply passing on the
norms of the society but to teach to students “the act of reading the world by reading the
word” (Freire & Macedo, 2001, p. 9). Literacy is a process by which human agents come
to know and act upon their world (Freire & Macedo, 1987). Understanding the conditions
and politics that impact a school can lead educators and parents to work in solidarity to
create better conditions for their children and students. Authentic dialogue occurs where
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educators listen to the parents’ issues and derive solutions jointly with them, as opposed to
demonstrating a paternalistic pattern wherein the school determines what parents want. As
Wheatley (cited in Singleton, 2006) states, “Human conversation is the most ancient and
easiest way to cultivate the conditions for change--personal change, community, and
organizational change” (p. 16).
The dominant curriculum is primarily designed to reproduce the inequality of social
classes, as it mostly benefits the interests of an elite minority (Freire & Macedo, 1987).
Deficit theory blames the victims for their lack of progress. The oppressed take the blame
for their condition, and the “more you deny the political dimension of education, the more
you assume the moral potential to blame the victims” (Freire & Macedo, 1987, p. 123). In
general, educators in the U.S. de-emphasize the issue of social class as it pertains to
education (Darder, 2002). Causal attribution theory states that underachieving students,
especially those with learning disabilities, tend to attribute their successes to external causes
and attribute their failures to uncontrolled internal causes, e.g., personal ability (Kozminsky
& Kozminsky, 2002). This analysis reflects a person’s perceptions and beliefs rather than
the objective reality itself (Kozminsky & Kozminsky, 2002) and can be defined as an
external locus of control as opposed to an internal locus (Rotter, 1975). Locus of control, as
defined by the American Heritage Medical Dictionary, is “a theoretical construct designed
to assess a person’s perceived control over his or her own behavior. The classification
internal locus indicates that the person feels in control of events; external locus indicates
that others are perceived to have that control.”
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Thus, a Freireian approach is judged in relation to the contextual specificity of a
person’s philosophy, his/her praxis, and his/her ethos of critical responsiveness with respect
to bringing about a more just and humane social order (McLaren, 1999). This approach
attempts to increase or strengthen the internal locus of control of individuals and
communities who have been oppressed and where economic, educational, and political
conditions are lacking, compared to what more affluent areas possess. It then motivates
individuals (and in this case, principals) to reflect and act on their beliefs and the praxis or
action that Freire proposes. Principals who identify and relate to the students and the
families they serve work in solidarity with these families, defining and acting in service of
their needs, and balancing and providing support in working with and within a system that
may not always be in favor of poor, immigrant, and marginalized individuals.

Latino Parent Involvement and Student Achievement
The way schools care about children is reflected in the way schools care about the
children’s families (Epstein et al., 2002). Parent involvement has been identified as a
critical factor in the academic success of children (Lunenburg & Irby, 2002). Henderson et
al. (2007) state that partnerships among schools, families, and community groups are not a
luxury; they are a necessity. It appears that parents who have high expectations participate
in school activities, offer encouragement, and provide positive home learning environments
that influence pupils’ academic achievement (Lunenburg & Irby, 2002). Many schools are
having difficulty meeting the needs of children who are linguistically and culturally
different. Henderson and Berla (1994) looked at 66 studies and concluded that the evidence
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is beyond dispute that when schools work together with families to support learning,
children tend to succeed not just in school but also throughout life. This conclusion is
replicated in the 2002 synthesis of data edited by Henderson and Mapp (2002), whose
research states that “when schools, families, and community groups work together to
support learning, children tend to do better in school, stay in school longer, and like school
more” (p. 7). Henderson et al. (2007), in addressing partnerships, state that one key
difference between high- and low-achieving children is how and with whom they spend
their time outside of school. This is where collaboratives, such as those that obtain 21stcentury and community-based grants, can organize supplementary services and after-school
programs for needy children.
In a synthesis of 51 studies, Henderson and Mapp (2002) found a positive and
convincing relationship between family involvement and benefits for students, including
academic achievement. This relationship holds across families of all economic,
racial/ethnic, and educational backgrounds and for students of all ages. The benefits for
students noted by Henderson and Mapp (2002) were higher grade-point averages, better
scores on standardized tests, enrollment in more challenging academic programs, more
classes passed, better attendance, improved behavior at home and at school, and better
social skills and adaptation to school. Principals need to be able to engage and incorporate
parents of Latino students in the struggle to obtain higher achievement for Latino students.
Henderson and Berla (1994) evoke these themes. First, the family makes critical
contributions to student achievement. From earliest childhood through high school, efforts
to improve children’s outcomes are much more effective if they encompass their families.
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Second, when parents are involved at school and not just at home, children do better in
school and stay in school longer. Third, when parents are involved at school, their children
go to better schools. Fourth, children do best when their parents are enabled to play four
key roles in their children’s learning: teacher, supporter, advocate, and decision maker.
Fifth, the more the relationship between family and school approaches a comprehensive,
well-planned partnership, the higher the student achievement. Sixth, families, schools, and
community organizations all contribute to student achievement. The best results come
when all three work together. Wang, Haertel, and Walberg (1993) confirm the primacy of
student characteristics, instruction, and home and community influences on academic
learning.
Researchers who have studied effective schools have found that such schools
possess the following characteristics:
1.

A clear sense of purpose,

2.

Core standards within a rigorous curriculum,

3.

High expectations,

4.

A commitment to educate all students,

5.

A safe and orderly learning environment,

6.

A strong partnership with parents, and

7.

A problem-solving attitude (Noguera, 2008).

Clark (1993), in a study of third graders, concluded that high achievers tend to come
from families in which parents set high standards for their children’s educational activities
and maintain a home environment that supports learning. In a study of 1,058 high- and low-
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achieving students, Clark (2002) found that high-achieving students spend significantly
more time than do low achievers in attending school and doing structured learning
activities. They also engaged in academic lessons in the classroom and in literacypromoting activities outside of school. Clark (2002) concludes that if learning can be
understood as the result of interpersonal communication in everyday life, the difference
between high- and low-achieving youngsters from similar backgrounds can be explained by
how and with whom they spend their time, particularly the 70% of their waking hours that
are outside of school.
Delgado-Gaitán (1992) states that in Mexican American families, parents view the
educational system as a means of economic mobility for their children. Thus, education is
highly valued. Parents socialize their children to help them succeed educationally in this
society. Contemporary research has revealed the need for parent involvement to promote
children’s success in school (Delgado-Gaitán, 1991).
Comer (2001) states, “Children who have had positive developmental experiences
before starting school acquire a set of beliefs, attitudes, and values, as well as social, verbal,
and problem-solving skills, connections, and power, that they can use to succeed in school”
(p. 2). Included now in the many definitions of parent involvement is the “transmission of
sociocultural values,” (Lopez, 2001, cited in Tinkler, 2002, p.7). Among the pieces that
many Latinos value and transmit to their children are respeto, respect for education and
others, and ser bien educado, to have good manners (Delgado-Gaitán, 2004). The
transmission of many of these lessons is through consejos, wisdom acquired through
experience and intergenerational knowledge (Robles, 2009). This type of knowledge is
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highly valued in many Latino communities, and unless schools communicate authentically
that they can truly engage, respect, and know the families, it is not recognized or utilized.
Lawrence-Lightfoot’s (2003) work on parent and teacher conferences addresses the
point that communication between parents and teachers many times is superficial and that
in order for there to be a benefit to students, more depth needs to occur. Issues of power are
played out in the conferences, and the necessary communication often does not take place.
Many times the participants experience a lack of respect in the interactions. Respect creates
symmetry, empathy, and connections in all kinds of relationships, even those such as
teacher and student or doctor and patient, which are commonly seen as unequal (LawrenceLightfoot, 2000).
Ogbu (1981) addresses the concept of the hidden curricula, knowledge, and
practices that exist at home and may have discontinuity with the school curriculum. There
is also nonreinforcement at home of what is learned at school. He proposes that programs
emphasizing cultural, cognitive, linguistic or communicative, and interactive remedies are
likely to prove more successful (Ogbu, 1982). Bringing together the home and the school
can mediate these differences.
Moll et al. (1992) have written on this, utilizing the term “funds of knowledge.”
They state, “We use the term ‘funds of knowledge’ to refer to those historically
accumulated or culturally developed bodies of knowledge and skills essential for household
or individual functioning and well-being” (p. 133). He states that the analysis of funds of
knowledge represents a positive view of households as containing ample cultural and
cognitive resources with great potential utility for classroom instruction. These differences,
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when understood by teachers and administrators, may help in the construction of
educational experiences. Araujo (2009) lists these practices as effective in working with
linguistically diverse families: incorporating funds of knowledge, practicing culturally
relevant teaching, fostering effective communication, and extending an accepting
assistance.
A central principle that Cummins (2000) elucidates is that the negotiation of
identities in the interactions between educators and students is central to students’ academic
success or failure. This is also of particular importance with parents. Cummins goes on to
say that when educators and culturally diverse parents become genuine partners in
children’s education, this partnership repudiates the commonly held myth that culturally
diverse parents are apathetic and do not care about their children’s education.
Henderson and Mapp (2002) and Henderson et al. (2007) have compiled a
significant number of studies that link parental involvement with school achievement.
They conclude that when schools, families, and community groups work together to support
learning, children tend to do better in school, stay in school longer, and like school more.
They maintain that one of the ways in which their findings can be best put to use is by
recognizing that all parents, regardless of income, education, or cultural background, are
involved in their children’s learning and want their children to do well. Johnson (2005), in
an analysis of the Third International Mathematics and Science Study (TIMMS), concludes
that throughout the world, adult expectations, particularly those of the parents, are the
single most significant factor related to students’ academic performance.
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Schools can succeed if they are prepared to embrace poor or marginalized families
and to provide these children with conditions that promote mainstream skills. When these
conditions are continued throughout the school years, children from low-income
backgrounds can do well in school, and “they will have better life chances” (Comer, 2001,
p. 5). In Language, Power and Pedagogy, Cummins (2000) cites John Ogbu’s work in
relation to voluntary and involuntary minorities. Latinos have immigrated to the U.S.
voluntarily to seek better opportunities. The children of these Latinos and their descendants
may or may not be accepted in this new land. Studies in the anthropology of education
have concluded that the culture of the school differs from that of the home for many
underclass children (Delgado-Gaitán, 1991). When the culture of the family is identical or
similar to that of the school, children and parents are rewarded via positive interactions with
the personnel as a whole (Olivos, 2003). When the culture of the family is different, the
opposite occurs. Deficit projections take place that are reflected in lowered academic
expectations, tracking based on standardized testing, increased numbers of special
education referrals, enhanced disciplinary measures, and many more negative interactions
between school and the families of students. Parent participation is critical to the education
of bicultural children and the liberation of culturally and economically subordinated
communities from policies and practices that perpetuate their marginalization and
exploitation (Darder, 2002, cited in Olivos, 2007).
Moles (1993, cited in Tinkler, 2002) states that over the last two decades, White
parents have shown increased parental participation, but minorities have decreased the
contact they have with their children’s schools. Some of the reasons for this, quoted in the
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literature, may be language barriers, low expectations by teachers, poverty, racism,
isolation, and lack of cooperation among schools, parents and communities (Tinkler, 2002).
This is of particular concern because the research has shown the importance of
increased parent involvement for student achievement, even as the minority parental
participation is decreasing (Floyd, 1998). Inger (1992) states that many school
administrators and teachers misread the reserve, the nonconfrontational manners, and the
noninvolvement of Hispanic parents to mean that they are uncaring about their children’s
education. Tinkler (2002) reports on the research that states that Latino parents who very
much care about their children’s education have high goals for their children and want to be
involved.
According to Ascher (1988):
Parent involvement may easily mean quite different things to people. It can mean
advocacy: parents sitting on councils and committees, participating in the decisions
and operations of schools. It can mean parents serving as classroom aides,
accompanying a class on an outing, or assisting teachers in a variety of other ways,
either as volunteers or for wages. It can also conjure up images of teachers sending
home notes to parents or of parents working on bake sales and other projects that
bring schools much needed support. Increasingly, parent involvement means parents
initiating activities at home to improve their children’s performance in school,
reading to them, helping them with their homework, playing educational games,
discussing current events, and so on. (p. 109)
In many homes the support may be simply to provide the energy and enthusiasm for
attending school and finding a “better life” than many parents had. As Dewey (1907) states,
“What the best and the wisest parent wants for his own child, that must the community
want for all its children. Any other ideal for our schools is narrow and unlovely: acted upon,
it destroys our democracy” (p. 19).
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Delgado-Gaitán (2004) asserts that there are three imperative conditions for
effective Latino parent involvement. One is connecting, reaching out to Latino families and
community without judgment in the language and culture that they understand and to keep
that information flowing. The second is sharing information: improving learning
opportunities for students through critical knowledge and sharing information between
parents and educators about students. The third condition is staying involved. This means
involving Latino parents in an ongoing process by continuously assessing and revising the
parent involvement program. Lunenburg and Irby (2002) report that it is necessary for
language-minority parents to be involved in their children’s education for reinforcement of
native language development and for communication of high expectations and emotional
support regarding academic achievement. They further report that supportive parental
behaviors or practices were determined to fall into three broad categories: high
expectations, having a firm belief in the educational system and having a desire to be linked
with the schools.
Comer (2001) states that “when parents and their social network value school
success and school experiences are positive and powerful, students are likely to acquire an
internal desire to be successful in school and in life and to gain and express the skills and
behavior necessary to do so” (p. 3). Social capital exists in the relations among people and
is essentially the benefit one gains from being connected to a social network (Anderson,
1995). Comer (2001) quotes James Traub in a January 2000 New York Times magazine
article: “James Coleman (1966) consistently pointed out that we now expect the school to
provide all of the child’s human and social capital--impossibility” (p. 5). Fritch (2000)
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concludes that (a) social capital is context specific, varying from community to community
and from school to school; (b) social capital can be formed without face-to-face
communication; (c) schools are greatly influenced by the communities in which they are
embedded; (d) parent involvement in the schools is key to increased social capital
formation; and (e) schools that are smaller are more likely to possess social capital formed
through social interaction.
Social mirroring refers to the response that the school and its personnel have to
children and parents. When this is positive, it enhances the relationships and creates
acceptance. Mastering the rules of the school game is an essential ingredient of parental
empowerment (Suárez-Orozco & Suárez-Orozco, 2001). As Comer’s (2001)
comprehensive school reform model asserts in its basic tenet, “No significant learning
occurs without a significant relationship” (p. 3). The Comer process is an educational
change initiative based on the principles of child, adolescent, and adult development. It
mobilizes teachers, administrators, parents, and other concerned adults to support students’
personal, social, and academic growth.
Freire (1970a) states, “To speak the true word is to change the world” (p. 68). As a
philosophical overtone to the communication aspect that Epstein addresses, the initial
impression is important, and a kind, welcoming word can dramatically change a parent’s
perception of the set of rules and the kinds of relationships one would find in a school.
Given the large number of Latinos in the U.S. who live under conditions of poverty,
the elements that characterize it must be examined. Specifically among Latino children:
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Hispanics are over represented among the poor, making up 28.1% of the more than
45 million poor Americans and 37% of the 14.5 million children in poverty.




High rates of poverty still exist among the youngest and oldest Hispanics.



About 30% of Hispanic children who are under eighteen years live in poverty,
compared to 20% of children nationwide.



Hispanics have the highest number of children living in poverty (5.4) million



In the oldest age group (65 years or older), Hispanics have the highest poverty rate
of any racial or ethnic group. One in five of Hispanics in this oldest age group are
poor, compared to 10% nationwide.



Despite recent gains, unemployment rates remain above 2007 levels, when 5.7% of
Latinos were unemployed in the third quarter of that year.
(Krogstad, 2014)
Payne (1996, 2005, 2009) developed a framework that assists educators in

understanding some of the elements that families in poverty bring to school relationships.
She speaks of the resources or capital in Coleman’s terms that families and children may
lack. She has listed these as (a) financial, (b) emotional, (c) mental, (d) spiritual, (e)
support systems, (f) relationships, (g) role models, and (h) knowledge of hidden rules
(Payne, 1996, 2005, 2009). Financial means may or may not be the only reason families
stay in poverty. Emotional resources refer to the stamina to withstand difficult situations.
These resources, when present, allow individuals not to return to old habits. Mental
resources are the ability to process information and use it on a daily basis. Spiritual
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resources are the belief that there is a higher power and a purpose for living. Physical
resources are related to health. Support systems are resources and knowledge and
relationships and role models that may provide guidance. Knowledge of hidden rules refers
to the behaviors that groups may take for granted. When there is a disparity between the
understanding of these rules, primarily in schools that operate on middle-class rules, and
families that come from poverty, the creation of relationships is affected (Payne, 1996,
2009).
Another area on which Payne (1996, 2009) focuses is that of language registers.
She claims that a significant number of students and their families use a casual register
when communicating and that the language of schools requires a more formal form of
communication. The use of abstract language as a vehicle in formal register may be a
source of difficulty in some interactions. For Latinos who do not speak English, the
complications are more marked.
Lewis (1996) reports that three fourths of all welfare recipients perform at the
lowest levels of literacy, as defined by the National Adult Literacy Survey. Low levels of
literacy make it difficult for individuals to rise from intergenerational poverty.
Researchers at the Educational Testing Service also found that two thirds of prison
inmates performed at the lowest levels of literacy (Lewis, 1996). Suggestions for
overcoming this cycle of poverty include educating parents, especially mothers. For young
mothers, educational and contextual training must be combined. Another key is pushing
young people toward higher education and early, intense literacy programs (Lewis, 1996).
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Chavkin and Gonzalez (2001), writing on resiliency, state that when social
competence, problem-solving skills, autonomy, and a sense of purpose and future exist,
these protective factors affect the lives of youth positively. Early research by Emily
Werner and Ruth Smith (Chavkin & Gonzalez, 2001) found that resilient individuals
showed the distinguishing factor of having had a long-term, close relationship with a
caring, responsible parent or adult. Gordon (1996) examined the self-concept and
motivational patterns of 36 Latino youth in an urban school setting. The principal
difference between resilient and nonresilient students was that the resilient students had
more faith in their cognitive abilities. The resilient youth excelled academically because
they believed that they could understand the material and information presented in class and
that they could do well on homework and tests.

Epstein’s Model as a Conceptual Framework
Epstein et al. (2002, 2009) at the Center on Families, Communities, Schools, and
Children’s Learning at Johns Hopkins University have proposed a framework for parent
involvement that encompasses six areas or types of involvement. The researchers were
concerned that earlier studies did not provide much insight into what schools might do to
encourage more extensive parent involvement (Lunenburg & Irby, 2002). Epstein et al.
(2009) propose typologies or categories as “overlapping spheres of influence” (p. 11). The
spheres of influence that they address are school, family, and community. Given what has
been discussed, culture, race, and power may be added to the mix.
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The six types of parental and family involvement that Epstein et al. (2002, 2009)
propose are parenting, communicating, volunteering, learning at home, decision making,
and collaborating with the community. Parenting refers to helping establish home
environments that support children as students. This also involves having the schools better
understand the families of the children. Activities and ideas include home visits, family
support groups, referrals for special services, providing information on teens, and parenting
skills. Communicating refers to effective two-way methods of sharing information about
school programs and children’s progress. This could be accomplished via the use of letters,
memos, report cards, conferences, informal communication, and other mechanisms.
Volunteering refers to recruitment and organization of parents for help and support. School
practices and ideas include volunteer activities, parents talking to other parents, mentoring,
career awareness, and increasing family attendance at school events. Learning at home
deals with homework support and activities that enhance the school curriculum. It may
involve having parents help set student goals and select courses for older students, as well
as providing college and university information. Decision making refers to parents and
other community members in advisory, decision-making, or advocacy roles in parentteacher organizations, committees, and school improvement or site councils. The last type
of parent involvement, collaborating with the community, helps identify and integrate
resources and services from the community to strengthen school programs, family
practices, and student learning and development.
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Epstein et al.’s (2002, 2009) typologies were the basis for the National Parent
Teacher Association’s (PTA’s) standards for family involvement, adopted in 1997
(Lunenberg & Irby, 2002). These are:


Welcoming all families into the school community,



Communicating effectively,



Supporting student success,



Speaking up for every child,



Sharing power, and



Collaborating with community. (National PTA, 2014)

These form the basis of the framework that this research is attempting to review in
relationship to principals’ perceptions.

Historical Perspective and Legal Aspects
Historically, parents have been responsible for children’s education. During the
early history of the U.S., parents and the church shared that responsibility; then
communities became involved, creating spheres of influence (Epstein, 1986). The shift
from rural and agricultural-based economies to an industrialized society brought about
more changes in American education. Legislation enacted in 1965, the ESEA, and its
reauthorization, Improving America’s School Act of 1994, was the first and largest
comprehensive federal education law that provided substantial monetary funds for
kindergarten through 12th-grade education. As mandated in the Act, funds are authorized
for educators’ professional development, instructional materials, resources to support
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educational programs, and promotion of parental involvement. The Goals 2000 Educate
America Act set partnerships as a voluntary national goal for all schools. Title I of ESEA
supports students whose parents have low incomes. Title I mandates structures and
budgetary allocations designed to involve parents formally in decision making and
governance in the schools their children attend. The Individuals with Disabilities Education
Act of 1997, which supports students with special needs, has components that specifically
delineate parents’ rights. Bilingual education, another component of the ESEA, also
mandates that parents of students acquiring English have formal involvement in educational
decisions.
Today the ESEA is known as the NCLB Act. President George W. Bush signed and
renamed the Act on January 8, 2002. The major premise of the law is still currently in
existence. NCLB is based on four basic principles, which include stronger accountability for
students and teachers, increased flexibility and local control, expanded options for parents, and
an emphasis on effective teaching methods. According to the U.S. Department of Education
and the Illinois State Board of Education (2007), the law mandates state-administered
standardized testing, flexibility with school budgets (allocation of funds to various NCLB
programs), parental options in regard to sending children to “better” public schools than their
home schools, and innovative professional development programs.
President Obama has proposed a blueprint for the reauthorization of ESEA. This
blueprint builds on the significant reforms already made in response to the American Recovery
and Reinvestment Act of 2009 around four areas: (1) improving teacher and principal
effectiveness to ensure that every classroom has a great teacher and every school has a great
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leader; (2) providing information to families to help them evaluate and improve their
children’s schools and to educators to help them improve their students’ learning; (3)
implementing college- and career-ready standards and developing improved assessments
aligned with those standards; and (4) improving student learning and achievement in
America’s lowest performing schools by providing intensive support and effective
interventions (U.S. Department of Education, 2010). Another element of this blueprint is Race
to the Top, a $4.35 billion contest created to spur innovation and reforms in state and local
K-12 education.
Epstein et al. (1999) and Epstein et al. (2009) report that most teachers and
administrators are still not prepared to understand, design, implement, and evaluate
productive connections with the families of their children. The problem is serious for all
educators, particularly for those who teach in economically distressed or disadvantaged
communities. The well-intentioned “rhetoric rut” of good talk does not necessarily translate
into action when it comes to creating involvement for poor, Latino, or African American
parents.

Race, Social Capital, and Power
Allport’s (1954) definition of prejudice as an “aversive or hostile attitude towards a
person who belongs to a group, simply because he belongs to that group, and is therefore
presumed to have the objectionable qualities ascribed to that group” (p. 7) would
characterize some of the observed behaviors in present-day schools relative to Latino
students. The pre-eminence of Anglo cultural values has consistently underlain public
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policies in education, language, law, welfare, and religion (Marger, 2006). Persell (1977)
speaks about the structures of dominance: societal, institutional, interpersonal, and
intrapersonal. She argues that education functions as a mechanism for legitimizing social
inequality and, therefore, educational inequality is the function of economic inequality.
Racist attitudes and actions manifest themselves through a complex series of unconscious
and normally unseen network of personal relationships and societal institutions and are
frequently based on commonly accepted, albeit biased, theories of human development
(Olivos, 2003).
Deficiency theories (Olivos, 2003) originate on several levels; one is a deficit in
genetic or biological factors. There is a purported genetic or hereditary inferiority in a
particular group. Environmental or structural deficiencies allude to historical and economic
factors that have resulted in weak familial structures, low ambition, and lack of preparation.
Cultural factors, as in a culture of poverty (Payne, 1996), reflect values and attitudes that
translate into poor performance in school. They help to explain social problems, justify
withholding of basic rights, and elevate the ruling class to a position of superiority. This
form of discourse defines culturally diverse students and parents as inferior in various ways
and, therefore, responsible for their own school failure and poverty. It also takes the
scrutiny away from the school and society, thereby legitimizing the educational and social
status quo and deflecting pressure for change (Cummins, 2000, cited in Olivos, 2003).
Educators have coined the term “culturally responsive pedagogy” to describe the approach
that should be taken for the effective education of all students. According to these
educators, culturally responsive pedagogy is founded on the notions that, rather than
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deficits, students’ backgrounds are assets that students can and should use in the service of
learning and that teachers of all backgrounds should develop the skills to teach diverse
students effectively (Perea, 2004).
Critical theory is, as cited in Zeus (2009), “an attempt to understand the oppressive
aspects of society in order to generate societal and individual transformation” (p. 69).
Freire’s consciousness is derived from an understanding and reflection of these societal
conditions that translate into action, what he calls “praxis” (Darder, 2002, p. 199).
McLaren (2007) defines critical theory as it applies to the educational sphere as a validation
of students’ experiences, a language of critique and possibility, and as dialectic between
theory and practice, action and reflection. This mirrors Freire’s reflection and praxis.
Critical theory begins from an assumption that men and women are essentially unfree and
inhabit a world rife with contradictions and asymmetries of power and privilege (McLaren,
2007). McLaren states that economically disadvantaged children are being groomed by
society at an early age to fail, doomed to perpetuate a vicious and endless cycle of poverty
created by a culture obsessed with success and wealth. He argues that it is the latent
function of the educational system to maintain the status quo, including social inequities.
He then argues that critical literacy links language competency to acquiring analytical skills
that empower individuals to challenge the status quo.
Critical pedagogy, as a philosophy of education, is described by Giroux (2010) as an
"educational movement, guided by passion and principle, to help students develop
consciousness of freedom, recognize authoritarian tendencies, and connect knowledge to
power and the ability to take constructive action” (p. 15). Critical inquiry (Darder, 2002)
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allows teachers to come to understand the causes of poverty as structural rather than
accepting simplistic and fallacious interpretations of poverty to explain why students from
particular communities are more likely to do poorly in school, drop out, be incarcerated,
become pregnant, and/or depend on welfare.
Critical Race Theory has its origins in legal analysis but has been used increasingly
by educational researchers to analyze the continued salience of institutional racism in
educational settings (Powers, 2007). The growth of this body of work comes from a view
that there is one law, without regard to race, gender, color, or creed. In 1981, Derrick Bell,
one of the founders of the Critical Race Theory movement, was denied tenure by the
Harvard Law School, sparking a student boycott and the organization of an alternative
course on race and the law (Powers, 2007). Issues related to race and the law that have
been analyzed with this perspective are desegregation of public education, language rights
and bilingual education, affirmative action, what counts as official knowledge in the
academy, access to higher education, diversity in education, and analysis of experiences of
scholars of color in the academy (Powers, 2007).
Latino Critical Theory is a theory that elucidates Latinos’ multidimensional
identities and can address the intersectionality of racism, sexism, classism, and other forms
of oppression (Solorzano & Delgado-Bernal, 2001). It looks at issues of language,
immigration, ethnicity, culture, identity, phenotype, and sexuality from the Latino
perspective. Latino Critical Theory is concerned with a progressive sense of coalitional
Latina/Latino pan-ethnicity and addresses issues often ignored by Critical Race Theorists,

57
such as language, immigration, ethnicity, culture, identity, phenotype, and sexuality
(Solorzano & Delgado-Bernal, 2001).
Five themes form the basic perspective, research methods, and pedagogy of a
Critical Race Theory and the Latino critical framework (Solorzano & Delgado-Bernal,
2001). The first theme speaks about the centrality of race and racism and its
intersectionality with other forms of subordination such as gender, language, and
immigration status. The second theme is a challenge to the dominant ideology; it
challenges the way educational structures, processes, and discourses support and promote
racial discrimination and challenges claims of objectivity, meritocracy, color-blindness,
race neutrality, and equal opportunity. It challenges the deficit perspectives for Latino
students’ under-performance. Third, it has a commitment to social justice. Fourth, it
assumes the centrality of experiential knowledge. This has storytelling at its core. This
supports oppressed individuals by building community among those on the fringes of
society. It challenges the perceived wisdom of those at the center of society or in power
and opens new windows for marginalized individuals and families. It teaches others about
alternatives and provides a context in which to understand and attempt to change
(Solorzano & Delgado-Bernal, 2001). Fifth and last, it attempts to construct an
interdisciplinary perspective.
As principals view the relationships with parents, issues of class, race, gender, and
language manifest themselves. The perceptions that principals have of individuals and
families impact their capacity or even willingness to work with them. Thoughtful
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exploration of these themes may allow for an opening, a development of what Freire
(1970a) has called concientizaçao or “consciousness” and thereby enhanced relationships.
In the U.S., as in most industrialized societies, education is a key factor in predicting
social mobility (McNeal, 1999). Therefore educational achievement is paramount if
Latinos are expected to engage in such a dynamic. Parental and family involvement is a
key feature of academic achievement (Henderson et al., 2007). Social capital is a concept
that has been used by social scientists to describe benefits individuals derive from their
association with and participation within social networks and organizations (Noguera,
2008).
Three thinkers who have been credited with developing the idea of social capital in
its current form are Pierre Bourdieu, James Coleman, and Robert Putnam. Bourdieu’s idea
of social capital is the aggregate of the actual or potential resources, which are linked to
possession of a durable network of more or less institutionalized relationships of mutual
acquaintance and recognition (Smith, 2008). For Coleman (1988), social capital is defined
by its function; it is made up of social structures and the actions of actors. Social capital
comes about through changes in the relations among persons that facilitate action. For
Putnam, social capital refers to connections among individuals. These are characterized by
the moral obligations and norms among them, the social values, and the networks these
individuals possess (Siisiäinem, 2000).
McNeal (1999) states that regardless to which definition of social capital one
adheres, there seem to be three distinct elements that researchers must address when
conceptualizing it: form, norms of obligation, and reciprocity and resources. In looking at
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parent involvement as social capital, McNeal argues that in structural form, the typical
relationship involves dyads between parent and teacher, parent and administrator, parent
and other parents, etc. The second feature is a kinship relationship between parent and
child, with an obligation on the part of the parent to look after the needs of the child. The
third notion is that parents have some forms of cultural and social capital and resources that
accompany these. The possession and quality of these resources affect the position of the
individual. Increased relationships and participation in school activities, functions, and
organizations help parents build and enhance social capital. Building on Woolcock’s work,
Noguera (2008) describes three types of social capital. The first of these is bridging social
capital, which builds connections among poor people and institutions and organizations.
The second is bonding social capital, which provides connections among and between poor
people. A third type, negative social capital, builds from situations that undermine social
cohesion: economic competition, racial tension, and lack of social cohesion.
Lareau’s (2003) research concludes that middle-class parents are more likely than
poor parents to maneuver and customize their children’s school experiences. She points, as
well, to the independent power of race in shaping key interactions in school settings. Her
research indicates the presence of race as a factor in interactions between schools and
families, even when the social class of parents is relatively equal. The quality of education
children receive is directly related to the ability of parents to generate social capital
(Noguera, 2008); that is, the benefits individuals derive from their association with and
participation within social networks and organizations, the concrete benefits such as jobs,
loans, educational opportunities, resources, services that result from family ties, religious
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ties, and economic relationships. Principals are prime actors in identifying social capital, or
the lack thereof, and acting as agents for parents and family members in their interactions
with school. This manifestation, whether through various languages spoken, lack of
knowledge or procedures, or not understanding the system, precludes parents and family
members from advocating for their children. Development of social capital is a task most
likely to fall to school leaders, particularly principals (Smylie & Evans, 2006). They can do
this by communicating norms and expectations of community and through teamwork,
holding teachers accountable for actions, and promoting collective accountability. Other
actions include recruiting personnel to promote social relations and, thus, social capital and
working hard at promoting social relations and creating closure (Smylie & Evans, 2006).
This disenfranchised position has been referred to as a lack of power. Foucault
(cited in Huckaby, 2005) considers power not as a fixed or invested quality but as a
complex set of relations. Power conceived as being held by a certain group or institution
may lead one to believe or act as though one is powerless and to find the considerations of
options difficult. Power underlies all forms of stratification, creating inequality. This
power propounds and sustains the ideology that legitimizes the inequality (Marger, 2006).
Hegemony becomes the ensuing condition; the cultural characteristics of the dominant
group become the society’s standard. Historic language, traditions, customs, and ideology
are normative (Marger, 2006). To combat hegemony, it is important for any educator to
spend time with real people, in real-life struggles, to understand how they engage with
society from the bottom up, to be part of the struggles outside the seminar room (Huckaby,
2005).
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Learned helplessness is necessary for the maintenance of dominator culture (hooks,
2003). Freire states, “Each society programs its people, articulating what is normal and
what it takes to belong” (Beegle, 2003, p. 16). From birth, children from generational
poverty--that is, several generations of the same family experiencing poverty--learn that
their families are not normal but that they are different because they do not have the right
appearance, food, house, job, or communication style (Beegle, 2003). Social Dominance
Theory emphasizes that social institutions are centrally implicated in the establishment and
maintenance of group-based social inequality and intergroup discrimination (Gaertner &
Dovidio, 1986). Therefore, principals’ perceptions as the leaders and the primary
constructors of the perspectives of the school play a central role in whether attitudes in
school toward parents of poverty or different cultural background are positive or otherwise.
The effect of race in this dynamic is explained by Marger (2006): racism is the
belief that humans are divided naturally into different physical types. Such traits as people
display are intrinsically related to their culture, personality, and intelligence; the differences
are innate, not subject to change; and based on their genetic inheritance, some groups are
superior to others (Marger, 2006). This is hegemonic in that subordinate groups often
willingly accept their subordination based on their taught inferiority (Olivos, 2003).
Knowledge is economically, socially, culturally, and historically constructed and
mediated, so the problem of locating school struggles in individuals, rather than in systemic
issues such as poverty and institutionalized racism, blames the poor parents and contributes to
the deficiency theories of Latinos (Dutro & Zenkov, 2009). Many school decisions are
imposed on bicultural parents, although middle-class White parents influence and participate
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in the decision making--another example of how lack of knowledge and awareness works
against poor Latino parents (Olivos, 2003). Coercion plays out in interpersonal relationships,
in a lack of voice, and in a lack of decision-making power (Olivos, 2003). These arenas are
battlegrounds where principals play a huge role in determining how to involve parents from
diverse backgrounds in the educational decisions and activities that influence their children’s
academic careers.

Organizational Frames and Change Theory
In the book Reframing Organizations, Bolman and Deal (1997) propose a model of
four frames or perspectives that can help individuals gain a better understanding of how
organizations function. An effective leader needs to understand the various points of view
individuals have and to respond in ways that address the concerns of all constituents
(Baxter, 2004). School principals as leaders need to create a vision for their organization in
order to galvanize and mobilize the resources of the school to achieve the intended outcome
of student achievement. Utilizing the four frames provided by Bolman and Deal can bring
some understanding of how schools work.
The structural frame sees organizations as factories or machines. Its main function is
to develop a structure that is clear to everyone and appropriate for what needs to be done
(Bolman & Deal, 1997). The leader’s main job is to focus on “task, facts, and logic, rather
than personality and emotions” (p. 283). The objective of the organization is to keep going
in the right direction, efficiently and productively. It depends on the vertical and horizontal
articulation among units (or grades, in this case). How the structure of the school is set to
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deal with parents is paramount to its success. Teamwork and interdependence are needed
for the structures to align. One of the assumptions underlying this framework is that the
structures must be designed to fit an organization’s circumstances (Bolman & Deal, 1997).
This is a critical point for school leaders to consider when organizing around parentalinvolvement issues when there is diversity among the parent groups. Another assumption is
that organizations increase efficiency and enhance performance through specialization and
division of labor (Bolman & Deal, 1997). Staff members or committees in a school can
receive training and lead the efforts to establish the kinds of parent-involvement structures
that can benefit students.
The human resource frame stresses the relationship between people and the
organization. It views organizations as families, and the leaders believe that people are the
main focus of the organization (Bolman & Deal, 1997). For the purposes of this study, the
relationship between teachers and administrators and parents is of a critical nature. One of
the core assumptions of the human resource frame is that “organizations exist to serve
human needs rather than the reverse” (Bolman & Deal, 1997, p. 102). The relationships
that are formed with parents are highly valuable in supporting student achievement and,
therefore, the organizational goals. Valuing families that have different backgrounds and
linguistic needs is a way in which a leader can model for the members of the organization.
When people feel valued and welcomed, the possibilities for extending the relationships are
improved.
The political frame deals with issues of resources, finances, alliances and networks,
control of agendas, and power. It sees the organization as a jungle, with vying
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constituencies competing over limited resources (Bolman & Deal, 1997). One of the
elements that has characterized many Latino parents in reference to schools has been the
lack of power, perceived or real. Resource theory proposes that a person’s relative power is
determined by the structural resources or assets that one partner may make available to the
other, helping the other satisfy his or her needs or attain his or her goals (Parrado, Flippen,
& McQuiston, 2005). Both parents and the school have elements of power that can be
negotiated for the mutual interest both have in student achievement. Legal and
programmatic information, as well as information on parental rights, have been areas that
schools have utilized to enhance Latino parental power. Parental support of school
requirements and objectives, volunteering, voting in school-related referenda, and
fundraising are some areas in which parents enhance school power.
In an organization, competition for resources and power can generate conflict.
Conflict is often seen as a negative and is avoided by the members of the organization and
constituents, yet as Bolman and Deal (1997) state, “Conflict challenges the status quo and
stimulates interest and curiosity” (p. 172). Conflict encourages new ideas and approaches to
problems, stimulating innovation. Strategy and tactics become the focus if conflict does not
go away; the question becomes how to make the best of it (Bolman & Deal 1997).
The last frame Bolman and Deal (1997) propose is the symbolic frame. This frame
views organizations as temples or theatres, and the leader is responsible for inspiring
employees and constituents and providing something in which to believe. By projecting to
employees, students, parents, and stakeholders what is expected, a school galvanizes the
community and the participants it serves. Myths, traditions, and results are combined to
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create an organization that exudes confidence and hope. Rituals and ceremonies are a
major component of the symbolic frame. They serve the roles of socializing, stabilizing,
reassuring, and conveying the organization’s message, internally and externally. Bolman
and Deal conclude their book by focusing on the ethics and the spiritual side of
organizations. The manner in which the education of children is viewed by the organization
and by its members is indicative of how they are likely to act. A principal’s role lies in
maintaining the clarity and direction of that view.
The critical factor in utilizing the frames lies in incorporating all of them into the
functioning of an organization. Bolman and Deal (1997) state, “Several lines of recent
research find that effective leaders and effective organizations rely on multiple frames.
Studies of effective corporations, of individuals in senior management roles, and of public
administrators all point to the need for multiple perspectives in developing a holistic picture
of complex systems” (p. 279).
Principals need to understand that in order to effect social improvement and,
therefore, change, it has to be rooted and sustained in the organization. Schorr (1997) states
that successful social improvement programs have seven attributes:
1.

Successful programs are comprehensive, flexible, responsive, and

persevering.
2.

Successful programs see children in the context of their families.

3.

Successful programs deal with families as part of neighborhoods.

4.

Successful programs have a long-term orientation and a clear mission and

continue to evolve over time.
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5.

Successful programs are well managed by competent and committed

individuals with clearly identifiable skills.
6.

Staff of successful programs are trained and supported to provide high-

quality, responsive services.
7.

Successful programs operate in settings that encourage practitioners to build

strong relationships based on mutual trust and respect.
Fullan’s (1999) work on reform in education focuses on initiating change or reform
based on moral purpose, that is, improvements designed to make a difference in the lives of
children. Moral purpose cannot be achieved unless mutual empathy and relationships exist
across diverse groups. Fullan also recognizes that many reforms--equity-minded reforms,
in particular--are not in the short-term interests of those in privileged positions. Kouzes and
Posner (2002) state that
questioning the status quo is not only for leaders. Effective leaders create a climate
in which others feel comfortable doing the same. Transforming leadership
ultimately becomes moral in that it raises the level of human conduct and ethical
aspiration of both the leader and the led, and thus it has a transforming effect on
both. (p. 200)

Summary of the Review of Literature
This chapter looked at the demographic changes that have impacted the northwest
suburbs of Chicago. This is the crux of the study, the changing demands on schools and
school leaders to better serve an increasingly large Latino population. The importance of
the role of the principal was emphasized. Details of how principals’ standards have
increasingly included parent involvement as part of the requirements were reviewed.
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Freire’s (1970a, b) thinking about the impact on parent involvement issues in
schools has been central to this researcher’s own professional practice. It has presented a
model for how to approach a Latino population that, in many instances, has been
disenfranchised and alienated from schools.
Research that looked at the relationship between parent involvement and student
achievement left no doubt as to how critical it is to continue refining approaches that
involve parents and caretakers in the school life of children. School reform and changes in
schools intended to improve conditions for students are central to this effort.
The Epstein framework of six types of parent involvement is at the center of the
research. Epstein and colleagues’ (2002, 2009) work at Johns Hopkins has created a
national movement. The six typologies encompass most of the areas of involvement for
parents and families, and a principal’s perception of their effect plays a role in which
area(s) he/she supports and how they are supported.
Some of the barriers posed by structural, economic, and racial issues encountered by
students and families were analyzed. Critical theory, Latino Critical Theory, and Critical
Race Theory provided the theoretical constructs for this section. Historical perspectives, as
well as some of the legal mandates that affect parental participation, were considered.
Issues that deal with the building of social capital and some of the impediments to this, such
as power and hegemony, were discussed.
The review of literature looked at organizational frames as lenses into principal and
parent involvement, along with some elements of the theory of change.

CHAPTER 3
ORGANIZATION

This chapter provides a description and explanation of the design and methods
utilized for this study. It is composed of the following sections:
1.

Research design,

2.

Purpose and research questions,

3.

Context and access,

4.

Participants,

5.

Instruments and materials,

6.

Procedures and data collection,

7.

Data analysis, and

8.

Summary.

Research Design
The research design that was utilized was descriptive. Principals of schools in the
suburbs of Chicago were queried to assess their perceptions of how effective various
parental-involvement activities were when working with Latino students. Parental
activities are based on the Epstein et al. (2002, 2009) framework of six types of parent
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involvement activities. The six types are parenting, communication, volunteering, learning
at home, decision-making, and collaborating with the community.
Demographic characteristics of the principal--gender, level of education, total
number of years of service, number of years of service at current school, race/ethnicity,
whether Spanish is spoken, and the perception of the proficiency in Spanish--were collected
to examine their relationships to perceptions of the effectiveness of the parent involvement
types.
A 30-item survey with six subscales pertaining to parent involvement was e-mailed
to principals in the northwest suburbs of Chicago. Two extra items (Items 10 and 28) were
included to assess the validity of the survey as they asked questions with predictable
answers. Both of the questions were answered in the predictable direction: Question 10,
about students being held to high expectations, generated highly effective and/or effective
answers in 96% of the responses, and Question 28, relative to corporal punishment resulted
in less effective or not effective answers in 92% of the responses. The 30 content items
were framed in an ordinary response survey (see Appendix) that assesses perceptions of
effectiveness with each survey item associated with response categories from 1 = not
effective to 5 = highly effective. The scores for each subscale were averaged, and a mean
was computed.
Three open-ended items were included, eliciting principal response about effective
practices they had experienced as well as barriers they perceived to have impeded
effectiveness. A follow-up item referring to courses taken during the professional
preparation program related to parent involvement and its impact on professional practices
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was also included. If no courses had been taken, a question elicited whether parent
involvement was touched on in any of their prior courses.
In this study, a constant comparison analysis was conducted. The codes emerged
from the data, repeating themselves. They were grouped and tallied.
The Illinois Interactive Report Card (2014), which lists all Illinois schools and
provides demographic and academic information, was used to select elementary schools
that had a Latino population of 40% or more.
Title I of the ESEA has a 40% threshold to establish schoolwide Title I programs.
This allows schools with a percentage of 40% or more students on free and reduced lunch
to apply to implement a Title I schoolwide program. Title I schoolwide programs allow the
school to utilize federal funds to service all students in a school as opposed to Title I
Targeted Assistance programs, in which only identified students can be serviced by the
funds provided. Title I, Part A of the ESEA, as amended, provides financial assistance to
local educational agencies (LEAs) and schools with high numbers or high percentages of
children from low-income families to help ensure that all children meet state academic
standards (U.S. Department of Education, 2014).
The researcher chose 40% as a measure criterion that was substantial. This
compares with the federal government’s percentages when determining schoolwide Title I
programs.
A repeated-measures analysis of variance ANOVA was utilized to determine which
of the six categories of parent involvement the principals considered to be most effective.

71
A MANCOVA was used to determine if there were significant differences among
the principals’ perceptions based on the demographic characteristics.
Qualitative analysis of the four open-ended items first yielded themes and notions as
described by principals on the effectiveness and barriers encountered in implementing
parental-involvement activities. In addition, each item sought to elicit descriptions of
training that principals may have received in parent-involvement strategies or philosophy
and their perception of the impact these had on their professional practices. This yielded a
series of staff development ideas to review.

Purpose and Research Questions
The purpose of this research was to assess which parental-involvement activities, as
categorized by the Epstein framework (Epstein et al., 2002, 2009), are perceived by
elementary school principals in the suburbs of Chicago as most effective when working
with Latino students. The research questions and the hypotheses to be tested in this study
are based on Epstein’s typology of six parent involvement activities are as follows:
1.

Among elementary school principals, what is the perceived effectiveness of

parental involvement based on Epstein’s six typology activities?
2.

What specific principal attributes (gender, level of education, years of

service, years of service at current school, race/ethnicity, and ability to speak Spanish [if
affirmative, level of proficiency]) influence principals’ perceptions of the effectiveness of
parent-involvement activities?
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3.

What parental-involvement activities do principals find to be effective in

their schools?
4.

What barriers have principals found in their schools that influence parent

involvement?
5.

What professional development courses on parent and family involvement

have principals taken as part of their professional preparation and their professional
practice? If no courses, has parent involvement been part of their professional training?

Context and Access
Permission was sought from the Joyce Epstein Institute as well as from a researcher,
Tim Wright, whose work (Wright, 2009) was used to adapt this survey. Permission was
obtained from the Institutional Review Board Research on Human Subjects Committee of
Northern Illinois University to conduct this survey with principals. Principals were
selected from the record of schools found at the Illinois Interactive Report Card site
(iircniu.edu). An electronic letter explaining the purpose of the research study was sent to
each principal. Surveys were returned electronically. Participating principals will be
provided with a copy of the results if they so choose.

Participants
The participants in this study are elementary public school principals in the suburbs
of Chicago, Illinois. The schools selected have substantial Latino populations;
“substantial,” in this case, is operationally defined as 40% or more. The database contains
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285 schools that are in the suburbs and have a population of Latinos that matches or
exceeds 40%. All the schools selected are public schools. The Illinois Interactive Report
Card (2014) site was investigated to locate the schools with the determined Latino
population.
The counties from which schools were selected were Cook (excluding Chicago
schools), DuPage, Kane, Lake, McHenry, and Will. The researcher lowered the threshold
to 20% Latino enrollment as the response rate from the initial mailing was sparse. The
assumption was that one fifth of the student body is a substantial percentage of students for
a school administrator to keep track of. The critical number for a subgroup under NCLS is
45 in any particular educational group or ethnic group.

Instruments and Materials
An electronic survey, adapted by the researcher from the work of Epstein et al.
(2002, 2009) and Wright (2009) and consisting of 30 items, was sent to the selected
principals to determine their perceptions of the effectiveness of parental-involvement
strategies and activities on Latino students’ achievement. Electronic surveys were utilized
because they have advantages, such as prompt returns, lower nonresponse to items, and the
opportunity for respondents to complete the surveys at their own pace (Dillman, 2000).
Content validity is enhanced by using a variety of parent-involvement activities in the
survey to represent all facets of parent involvement (Wright, 2009). Furthermore, these
strategies were developed by recognized researchers, Epstein et al. (2002, 2009). The
respondents were anonymous, thereby strengthening the validity.
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Given that all addresses were electronic, respondents needed access to technology.
The only variables that were used explicitly to select principals were the location of the
schools in the suburbs of Chicago and the enrollment of a substantial population of Latino
students (40% or more).
The items used in the survey were derived from Epstein et al.’s (2002, 2009)
framework for six types of involvement. These types of involvement include parenting,
communication, volunteering, learning at home, decision making, and collaborating with
the community. The survey consisted of 30 items, with five items from each of the six
categories of parent involvement. The categories into which the items were organized were
in random order within the survey as was the order of the items within categories. Two
items (Items 10 and 28), in addition to the original 30, were included to help assess the
validity of the survey. The responses to these two items were designed to elicit from
respondents obvious answers: one positive, one negative.
The content validity was derived from the extensively researched and documented
work done by Epstein in the area of parent involvement. This survey was based on the
typology she has developed through the work of the Center on School, Family and
Community Partnerships (Epstein et al., 2009). The reliability or internal consistency of
scores from the subscales of the instrument were determined by computing Cronbach’s
alpha.
Each item used ordered response options to assess principals’ perceptions of the
effects that activities or strategies in each of these categories had on student achievement.
The response options utilized were 1 = not effective, 2 = less effective, 3 = somewhat
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effective, 4 = more effective, 5 = highly effective. Scores for each category were added, and
a mean was computed.
An open-ended item allowed principals to specify activities or strategies that may
have worked in their buildings. Barriers to effectiveness were also elicited by means of a
second open-ended item. Professional preparation in the area of parent involvement was
also elicited from the participants via another open-ended prompt.

Procedures and Data Collection
The selection of principals for the study was done via a search on the Illinois
Interactive Report Card (2014) site. Schools that had a substantial Latino population were
chosen. A substantial population, in this case, consisted of 40% or higher of the student
population classified as Latino, as indicated in the Illinois Interactive Report Card. A
survey was sent electronically to each identified principal, along with a cover letter
explaining the research. Surveys were not coded; therefore, the responses were anonymous.

Data Analysis
Descriptive statistics were used to report the data collected from the surveys. A
repeated-measures ANOVA was also conducted to assess differences among the subscale
scores. This design involves measuring each individual two or more times on a dependent
variable (Hinckle et al., 2003). Demographic differences in the perceptions of principals on
the six types of parent involvement were analyzed via a MANCOVA. The demographic
characteristics include (a) gender, (b) educational level, (c) total number of years of
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experience, (d) number of years of service at current school, (e) race/ethnicity, (f) ability to
speak Spanish, and (g) perceived Spanish proficiency. Effect sizes (partial eta-squared)
were also computed and examined.
In the constant comparison analysis done, themes emerged from the data. The
researcher tallied and coded the responses into identified areas. Keywords were identified
and tallied. The open-ended items provided principals an opportunity to identify any
activities that was not mentioned in the six types of examples provided. Analysis of the
open-ended items yielded qualitative data on activities that might or might not have been
successful in the principals’ schools. The connection to professional preparation was
expected to elicit some themes and ideas for future professional development.

Summary
This chapter described the research methodology that was used to explore the
perceptions of principals in elementary schools in the suburbs of Chicago on the six types
of parent involvement activities with parents of Latino students. Included were the type of
research, the purpose and research questions, the participants, the instruments and
materials, the procedures, and the data analysis. The responses, which were based on
professionals’ perceptions, were valuable because views on what works tend to influence
decision making (Wang et al., 1996).

CHAPTER 4
RESULTS

Introduction
The perceptions of principals in relation to effectiveness of parent-involvement
activities with parents of Latino students were measured in this study. The parentinvolvement activities utilized were those defined by the Epstein model (Epstein et al.,
2002, 2009). Demographic characteristics of principals were also collected and related to
the parent-involvement activities. Open-ended questions elicited qualitative data in terms
of perceived effective programs, barriers, and preparation of principals relative to parentinvolvement activities. The chapter is organized around the following research questions:
1.

Among elementary school principals, what is the perceived effectiveness of

parental involvement based on Epstein’s six typology activities?
2.

What specific principal attributes (gender, level of education, years of

service, years of service at current school, race/ethnicity, and ability to speak Spanish [if
affirmative, level of proficiency]) influence principals’ perceptions of the effectiveness of
parent-involvement activities?
3.
their schools?

What parental-involvement activities do principals find to be effective in
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4.

What barriers have principals found in their schools that influence parent

involvement?
5.

What professional development courses on parent and family involvement

have principals taken as part of their professional preparation and their professional
practice? If no courses, has parent involvement been part of their professional training?
The data for the present study were collected from 102 public elementary school
principals in the northwest suburbs of Chicago, Illinois. Principals from a total of 285
schools were eligible to respond based on whether the school had a substantial population
of Latino students. The 40% threshold was selected as a criterion as this is the percentage
the federal government utilizes to establish Title I schoolwide programs based on poverty
levels. The minimum enrollment to establish a subgroup under NCLB is 45 students in a
particular group, ethnicity or subcategory, English learners, free and reduced lunch, and
special education. The reason for this number is that the need to test and report on these
students requires a deep analysis of their performance.
The response from the initial survey yielded few responses, a response rate of just
over 10%. A second and third request increased the response rate minimally. At this point
the researcher made a decision to open the survey to schools with a lower percentage of
Latino students, selecting schools that had between 20% and 40% Latino students. Given
that a subgroup under NCLB is made up of 45 total students, it can be argued that one fifth
of the overall population is a suitable criterion. This also allowed the researcher to obtain
102 responses of 435 surveys sent. This represents a 23% response rate.
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Research Question 1
Among elementary school principals, what is the perceived effectiveness of the
following parental-involvement activities with parents of Latino students?
The perceptions of principals of the effectiveness of parent and family involvement
in school activities to impact Latino student achievement were examined in this study. Six
types of involvement were assessed: providing parenting information, communicating with
parents, incorporating parents as volunteers, providing parents with information on learning
at home, involving parents in decision making, and collaborating with the Latino
community.
An electronic survey, adapted by the researcher from the work of Epstein et al.
(2002, 2009) and Wright (2009) and consisting of 30 content items, was sent to the selected
principals to determine their perceptions of the effectiveness of parental-involvement
strategies and activities with parents and families of Latino students’. The survey items
(see the Appendix) asking for perceptions of effectiveness on a ordinal response scale with
each survey item associated with response categories from 1 = not effective to 5 = highly
effective. The responses for each of the subscales, each consisting of five items, were
averaged, and a mean was computed. Two additional items (Items 10 and 28) were intended
to determine the validity of responses by containing obvious answers. The remaining 30
items are arranged into six scales (five items per scale) representing different types of
parent involvement: parenting, communicating, volunteering, learning at home, decision
making, and collaborating with community. Items are scored on a 5-point Likert scale from
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1= not effective to 5 = highly effective. A total score was computed for each subscale by
averaging responses to the five items corresponding to each scale.
The six types of involvement were compared to determine which were perceived by
principals to be most effective. The null hypothesis proposed was that there were no mean
differences among the types of involvement.
The first research question asked if there were differences in principals’ perceptions
of the impact of six types of parent involvement on the part of parents of Latino students.
The six types of parent involvement were providing parenting information, communicating
with parents, incorporating parents as volunteers, providing parents with information on
learning at home, involving parents in decision making and collaborating with the Latino
community. The hypothesis was that there would be no differences among the six types of
involvement.
Item-level missing data on the questionnaire ranged from 4.9%-12.7%, resulting in
86 of the original 102 participants available for analyses.
Skew and kurtosis values for all subscales did not show substantial deviations from
normality. Cronbach’s alpha, a measure of internal consistency, was examined to
determine the reliability of each scale. Scores from the subscales demonstrated adequate
reliability (parenting α = .70, communicating α = .73, volunteering α = .76, learning at
home α = .79, decision making α = .71, and collaborating with community α = .73).
A confirmatory factor analysis (CFA) was carried out on the Epstein Parent
Involvement Scale, specifying six correlated factors. Although the results did not meet
accepted criteria for “good” fit to the data (typically CFI and TLI greater than .90), the
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results did show marginal fit, with CFI = .89 and TLI = .88. Additionally, all standardized
factor loadings exceeded .40. One limitation to this analysis, however, was that the sample
size was smaller than what is typically recommended for such analysis.
Table 2 provides descriptive statistics for the subscale scores. Repeated-measures
ANOVA was used to examine differences in mean scores across the six types of parental
involvement. There was a statistically significant difference in the mean score across the
six different types of parent involvement (F[5,78] = 17.129, p < .001).

Table 2
Descriptive Statistics for the Parent Involvement Scales
Range
Subscale

N

M

Parenting information

92

3.63

Communication

89

Volunteering

SD

α

Skew

Kurtosis

Potential

Actual

0.64

0.70

0.65

-1.51

1-5

2.4-5.0

3.81

0.59

0.73

0.84

-0.95

1-5

2.4-5.0

92

3.55

0.68

0.76

0.52

-0.01

1-5

2.0-5.0

Learning at home

92

3.90

0.64

0.79

-0.57

-0.77

1-5

2.2-5.0

Decision making

90

3.39

0.65

0.71

1.19

0.46

1-5

2.0-5.0

Collaboration with
community

91

3.69

0.60

0.73

1.98

0.08

1-5

2.4-5.0

Post-hoc analysis revealed that the Learning at Home scale (M = 3.9, SD = 0.64)
was rated as higher than the Parenting (M = 3.63, SD = 0.64, p < .001), Volunteering (M =
3.55, SD =0.68, p < .001), Decision Making (M = 3.39, SD = 0.65, p < .001), and
Collaborating with Community scales (M = 3.69, SD =0.60, p < .001).
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The Decision Making scale (M = 3.39, SD = 0.65) was rated as less effective on
average than all other scales: Parenting (M = 3.63 SD = .64, p < .001), Communicating (M
= 3.81 SD = .59, p < .001), Volunteering (M = 3.55 SD = .68, p = .004), Learning at Home
(M =3.9, SD = 0.64, p < .001), and Collaborating with Community (M = 3.69 SD = .60, p <
.001). A plot of the median for each subscale is displayed in Figure 1.

Figure 1: Median level of effectiveness across all six parent involvement scales.

Furthermore, the Communicating scale (M = 3.81 SD = 0.59) was rated as more
effective on average than the Parenting (M = 3.63 SD = .64, p = .003), Volunteering (M =
3.55 SD = 0.68, p < .001), and Collaborating with Community (M = 3.69 SD = 0.60, p =
0.012) scales, and the Volunteering scale was rated as less effective on average than the
Collaborating with Community scale (M = 3.69 SD = 0.60, p = 0.024).
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The outliers identified in Figure 1, found in the volunteering and the collaborating
with the community activities, may represent examples by the respondents in terms of their
experience with the particular activity. Relationships with individuals from outside the
school community may yield at times clashing values and expectations that result in
unexpected benefits or in conflicts. In this case seven responses were identified as outliers.

Research Question 2
Demographic characteristics of the principals were collected. The demographic
variables were gender, educational level, total number of years of service, total number of
years of service at the current school, ethnicity, ability to speak Spanish, and Spanish
language proficiency. Table 3 indicates the frequency distribution results for the
demographic data.
A MANCOVA was used to test for differences on the parent involvement scales
according to the following demographic characteristics: gender, highest academic degree
(education), number of years of service as a principal, number of years of service as
principal in the current school, ethnicity, ability to speak Spanish, and level of Spanish
language proficiency. Table 4 presents the results for the MANCOVA.
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Table 3
Descriptive Statistics for Demographic Variables
Variable
Gender
Male
Female
Total
Education - Highest degree earned
BA/BS
MA/MS
EdS
EdD/PhD
MD/JD
Total
Total number of years of service*
1-5
6-10
11-15
16-19
20+
Total
Number of years of service at current school*
1-5
6-10
11-15
16-19
20+
Total
Ethnicity
White
Black/African American
Hispanic/Latino
Mixed
Total
Ability to speak Spanish
Yes
No
Total
Level of Spanish proficiency
Polite
Conversational
Literate
Total

Frequency

Percent

41
60
101

40.6
59.4
100

1
71
7
20
1
101

1.0
70.3
6.9
19.8
2.0
100

27
41
20
4
7
99

27.2
41.5
20.3
4.0
7.1
100

57
26
15
1
2
101

56.4
25.7
14.9
1.0
2.0
100

74
7
18
2
101

73.3
6.9
17.8
2.0
100

29
71
100

29.0
71.0
100

4
9
18
30

13.3
26.7
60.0
100

Mean

Std.
Deviation

8.78

4.87

6.09

4.34

*Values for length of service and length of service at current schools were categorized into intervals above
for a more efficient description of values. Both variables were used as continuous variables in analyses.
The Spanish proficiency, analyzed separately, was also used as a continuous variable
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Table 4
Multivariate Effects for Differences in the Reported Effectiveness of the Six
Parent Involvement Scales by Demographic Variables
Df1

Df2

p Value

Partial η2

Variable

Wilk’s λ

F

Gender

.714

4.28

6

64.00

.001

.286

Education

.608

1.94

18

181.51

.015

.153

Total number of years of service

.883

1.41

6

64.00

.225

.117

Number of years of service at current school

.852

1.85

6

64.00

.103

.148

Ethnicity

.472

3.07

18

181.51

<.001

.221

Ability to speak Spanish

.859

1.745

6

64.00

.125

.141

Level of Spanish proficiency*

.632

.688

12

32.00

.750

.205

*Analyses for the Spanish-language proficiency variable were conducted separately because the variable
pertains only to participants who indicated an ability to speak Spanish.

ANCOVAs were used to follow up a significant omnibus multivariate statistic, with
a Bonferroni adjustment applied to correct for an over-inflation of effects due to multiple
comparisons. This adjustment divides the nominal alpha value used for significance
(typically .05) by the number of tests being performed. With six dependent variables, the
ANCOVAs can be interpreted as significant when the F ratio yields a p value of less than
.05/6 = .0083.
The variables that were significant at the .05 level are gender, ethnicity, and
education. The null hypothesis that there were no differences by gender, ethnicity, or
education was rejected.
The Spanish language proficiency variable was tested separately because it
pertained only to a subset of the larger sample (N = 29, 29%) that indicated an ability to
speak Spanish. Including this variable would have reduced the sample to a size too small to
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conduct the MANCOVA because it pertains to a subset (N=29, 29%) of the larger sample
who indicate an ability to speak Spanish. Therefore the variable was tested separately. It
yielded a p value of .750, which is not statistically significant.
All covariates were first examined for issues of multicollinearity using regression to
ensure that high correlations among independent variables were not weakening associations
between the independent and dependent variables. Tolerance values were used to
determine acceptable levels of multicollinearity. Tolerance values reflect the amount of
variance for each covariate that is not used to estimate the variance of the dependent
variable (parent involvement). Values above .10 are considered acceptable. No issues with
multicollinearity were found.
Tolerance values ranged from .31 to .76 for the Parenting subscale, from .36 to .95
for the Communicating subscale, from .36 to .78 for the Volunteering subscale, from .34 to
.78 for the Learning at Home subscale, from .33 to .78 for the Decision Making subscale,
and from .36 to .78 on the Collaborating with Community subscale. Homogeneity of the
within-group covariance of the dependent variables was examined using Box’s M test. The
test was not significant (p = .26), indicating that the MANOVA estimates were reliable.
MANCOVA results (see Table 4) indicated significant differences on the rated
effectiveness of the six parent involvement scales by gender (F[6, 64] = 4.28, p < .01, ηp2 =
.286), education (F[18, 181.5] = 1.94, p < .05, ηp2 = .153), and ethnicity (F[18, 181.5] =
3.07, p < .001, ηp2 = .221). In other words, the null hypothesis of differences on these
dependent variables across levels of gender, education, and ethnicity was rejected.
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The significant omnibus test does not, however, show which specific dependent
variables showed significant differences across values of the predictors. Thus, results from
univariate ANCOVA tests for the effects of gender, education, and ethnicity are presented
in Table 5.

Table 5
Univariate Effects for Differences in the Reported Effectiveness of the
Six Parent Involvement Scales by Gender and Ethnicity
Variable
Gender

Education

Ethnicity

Parenting
Communicating
Volunteering
Learning
Decision-making
Collaborating
Parenting
Communicating
Volunteering
Learning
Decision-making
Collaborating
Parenting
Communicating
Volunteering
Learning
Decision-making
Collaborating

Df1
13.35
23.64
12.34
13.51
6.67
13.82
3.54
8.46
1.80
3.45
1.45
2.03
4.48
10.78
2.99
4.79
3.94
2.58

Df2
69
69
69
69
69
69
69
69
69
69
69
69
69
69
69
69
69
69

p Value
.001
<.001
.001
<.001
.012
<.001
.019
<.001
.155
.021
.235
.117
.006
<.001
.037
.004
.012
.061

Partial η2
.162
.255
.152
.164
.088
.167
.133
.269
.073
.131
.059
.081
.163
.319
.115
.172
.146
.101

Using the Bonferroni adjusted criterion of p < .008, five of the six dependent
variables vary significantly by gender: parenting (F[1, 69] = 13.35, p = .001, ηp2 = .162);
communicating (F[1, 69] = 26.64, p < .001, ηp2 = .255); volunteering (F[1, 69] = 12.34, p =
.001, ηp2 = .152); learning at home (F[1, 69] = 13.51, p < .001, ηp2 =.164); and collaboration
with community (F[1, 69] = 13.82, p < .001, ηp2 = .167).
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There were significant differences by education level only on the Communicating
scale, (F[3, 69] = 8.46, p < .001, ηp2 = .269). No significant group differences were
observed in Parenting (F[3, 69] = 3.54, p < .05, ηp2 = .133) and Learning at Home (F[3, 69]
= 3.45, p < .05, ηp2 =.021) Volunteering (F[3, 69] = 1.80, p = .155), Decision Making (F[3,
69] = 1.45, p = .235), and Collaborating with Community (F[3, 69] = 2.03, p = .081).
There were significant differences according to ethnicity on the Parenting (F[3, 69]
= 4.48, p = .006, ηp2 = .163), Communicating (F[3, 69] = 10.78, p < .001, ηp2 = .319), and
Learning at Home (F[3, 69] = 4.79, p = .004, ηp2 = .172) scales, but not on the Volunteering
(F[3, 69] = 2.99, p < .05, ηp2 = .115), Collaborating with Community (F[3, 69] = 2.58, p =
.061) or Decision Making (F[3, 69] = 3.94, p < .05, ηp2 = .146) scales. Post-hoc follow-up
tests were conducted to further examine the effects of gender, education, and ethnicity on
the six parent involvement scales (see Tables 6, 7, and 8).

Table 6
Post-Hoc Follow-Up Tests for Gender
Variable
Parenting
Communicating
Volunteering
Learning at home
Decision making
Collaborating with
community

Gender
Male
Male
Male
Male
Male
Male

Female
Female
Female
Female
Female
Female

Mean Difference
-0.477
-0.516
-0.5353
-0.466
-0.374
-0.480

SE
0.131
0.106
0.152
0.127
0.145
0.129

p Value
.001
<.001
.001
<.001
.012
<.001
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Table 7
Post-Hoc Follow-Up Tests for Education

Variable
Parenting

BA/BS

MA/MS

Communicating

EdS
BA/BS

MA/MS

Volunteering

EdS
BA/BS

MA/MS

Learning at home

EdS
BA/BS

MA/MS

Decision making

EdS
BA/BS

MA/MS

Collaborating with
community

EdS
BA/BS

MA/MS
EdS

Education Level
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD
MA/MS
EdS
EdD/PhD
EdS
EdD/PhD
EdD/PhD

Mean
Difference
0.609
0.235
0.987
-0.374
0.752
0.378
0.593
0.464
1.167
-0.128
0.574
0.702
0.698
0.391
0.987
-0.307
0.289
0.596
-0.233
-0.285
0.229
-0.052
0.463
0.515
0.108
-0.197
0.382
-0.305
0.274
0.579
0.531
0.481
0.858
-0.049
0.327
0.376

SE
0.543
0.576
0.556
0.257
0.280
0.152
0.441
0.467
0.451
0.209
0.123
0.227
0.633
0.670
0.648
0.299
0.177
0.326
0.527
0.558
0.540
0.249
0.148
0.272
0.603
0.639
0.617
0.285
0.169
0.311
0.537
0.569
0.550
0.254
0.150
0.277

p Value
1.000
1.000
.482
.902
.054
.092
1.000
1.000
.071
1.000
<.001
.017
1.000
1.000
.794
1.000
.642
.431
1.000
1.000
1.000
1.000
.015
.374
1.000
1.000
1.000
1.000
.653
.400
1.000
1.000
.740
1.000
.199
1.000
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Table 8
Post-Hoc Follow-Up Tests for Ethnicity

Variable
Parenting

Ethnicity
White

African American

Communicating

Hispanic/Latino
White

African American

Volunteering

Hispanic/Latino
White

African American

Learning at home

Hispanic/Latino
White

African American

Decision making

Hispanic/Latino
White

African American

Collaborating with
community

Hispanic/Latino
White

African American
Hispanic/Latino

African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed
African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed
African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed
African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed
African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed
African American
Hispanic/Latino
Mixed
Hispanic/Latino
Mixed
Mixed

Mean
Difference
-0.469
-0.683
0.372
-0.214
0.841
10.056
-0.494
-1.020
-0.782
-0.526
-0.288
0.238
-0.123
-0.844
-0.367
-0.721
-0.244
0.477
-0.652
-0.641
-0.032
0.011
0.620
0.609
-0.279
-0.754
0.511
-0.475
0.790
10.265
-0.132
-0.651
-0.012
-0.519
0.120
0.639

SE
0.228
0.242
0.386
0.306
0.436
0.409
0.185
0.197
0.313
0.248
0.353
0.332
0.265
0.282
0.449
0.357
0.507
0.476
0.221
0.235
0.374
0.297
0.422
0.397
0.253
0.269
0.428
0.340
0.483
0.454
0.225
0.240
0.381
0.303
0.430
0.404

p Value
.260
.038
1.000
1.000
.344
.072
.056
<.001
.089
.227
1.000
1.000
1.000
.023
1.000
.283
1.000
1.000
.026
.049
1.000
1.000
.879
.777
1.000
.039
1.000
.997
.638
.041
1.000
.050
1.000
.546
1.000
.710

Bonferroni adjustments were again used to control Type I error rates. Female
participants rated the Parenting (mean difference = -.477, SE = .131, p = .001),
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Communicating (mean difference = -.516, SE = .106, p < .001), Volunteering (mean
difference = -.535, SE = .152, p = .001), Learning at Home (mean difference = -.466, SE =
.127, p < .001), and Collaborating with Community (mean difference = -.480, SE = .129, p
< .001) scales as more effective than did male participants. The Decision Making scale
(mean difference = -.374, SE = .145, p < .05) was not statistically significant.
Participants with master’s degrees rated the Communicating scale as more effective
than did participants with Ed.Ds or Ph.Ds (mean difference = .574, SE = .123, p < .001).
However, post-hoc tests showed no statistically significant effects for education on the
individual dependent variables.
Comparisons with the MD/JD group were not possible as only one participant
indicated this level of education and did not complete the parent involvement questionnaire.
In regard to ethnicity, Hispanic/Latino participants rated the Communicating scale
as more effective than did White participants (mean difference = -1.020, SE = .197, p <
.001).
The analysis yielded results that were not significant for the demographic variables
of years of service, current years of service, and ability to speak Spanish. To verify that the
nonsignificant results for the other variables were not due to limited degrees of freedom,
separate MANCOVAs using only these nonsignificant demographic variables (number of
years of service as a principal in the current school, ability to speak Spanish, and level of
Spanish language proficiency) were examined. Length of service as a principal was used as
a covariate. The inferences pertaining to these variables were identical to the fully
specified model. No significant effects were found for number of years of service as a
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principal in the current school, ability to speak Spanish, or level of Spanish language
proficiency, which further indicates that differences among the parent involvement scales
were not influenced by these demographic variables.
A significant effect was found for total number of years as a principal (F[6,74] =
3.46, p < .01, ηp2 = .219), the Learning at Home (β = -.03, SE = .01, p < .05, ηp2 = .065),
and Collaborating with Community scales (β = -.05, SE = .01, p < .01, ηp2 = .123),
indicating that as the number of years of service as a principal increase, learning at home
and collaborating with community are rated as less effective. It is possible that the effects
for number of years of service as a principal were not detected in the larger MANOVA due
to issues with statistical power.

Research Questions 3-5
Three open-ended questions were posed to participants. First, a question (Research
Question 3) was asked to elicit perceptions about programs or activities with parents that
had been successful. Second, a question (Research Question 4) was posed about barriers
that surfaced in creating programs or activities for parents of Latino students. A third
question (Research Question 5) asked participants about courses in parent involvement that
they may have taken during their professional preparation. If no courses had been taken,
participants were asked if parent involvement had been discussed in any of their classes.
Table 9 refers to the number of respondents and the themes that were generated by
the open-ended questions. The open-ended questions yielded principals’ perceptions of
activities that were deemed effective when dealing with Latino parents. Barriers to these
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Table 9
Open-Ended Questions
1. Strategies with parents of Latino students that have been successful (n = 85)
Strategy
Percent
Family literacy
22.0
Curriculum nights
27.0
Classes for adults: ESL, GED, computers
28.0
Bilingual school liaison
42.0
Language support/translators
44.0
2. Perceived barriers to establishing parent involvement activities for parents of Latino students (n = 82)
Barrier
Percent
Work conflicts
23.0
Time
23.0
Language
48.0
Class issues
28.0
3. Number of courses in parent and family involvement completed for degrees (n = 82)
Number of courses
Percent
None
73.0
One
17.0
Two+
10.0
4. Amount of parent and family involvement covered in any class (n = 68)
Amount
Percent
Not at all
44.0
Minimally
52.0
Some
4.0

activities were identified. The responses were tallied and categorized into strategies. These
data are presented in Table 9. Principals were asked about classes taken during
professional preparation on topics related to parent involvement. Percentages were
calculated for each of the strategies.
The principals’ responses when categorized yielded themes that can be utilized for
reflection and the creation of staff development. The themes referred to the “what” in terms
of effectiveness of practices and/or barriers seen in parent involvement in their schools.
The data reported refers to these identified practices as well as to the prior training or lack
thereof in parent involvement during professional preparation.
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The codes emerged abductively (i.e., codes emerged iteratively; Leech &
Onwuegbuzie, 2007). As the responses were tallied and analyzed, the categories or
strategies began to emerge. These are presented in Table 9.
Question 1 was answered by 85 participants. The strategies that appeared to have
had most impact on Latino parent involvement, according to the principals’ experience,
were those associated with language support. Language support and translators were seen
as the most effective. Classes for adults followed as an activity deemed to have success.
Curriculum and literacy nights were other factors seen as successful.
This is consistent with communication as the second most effective activity in the
typology examined. Positive communication can lead to a better learning-at-home
dynamic. The bilingual liaison was seen as second most effective, again consistent with the
communication and learning at home variables. Classes for adults had a strong
identification as an effective strategy by principals.
Consistent with the effective practices, the biggest barrier as seen by the principals
was language. One principal reported, “Not being able to communicate effectively” is the
biggest barrier. Class issues, that is, perceptions by both principals and perceptions
ascribed to parents, were also seen as a significant barrier. As one principal reported, “The
way schools are run tends to follow White cultural norms, this sometimes presents
misunderstandings of how school works and why Latino families aren’t ‘following the
rules.’” In this sense, having the opportunity to establish lines of communication and
dialogue can create some of that joint sphere of influence between school and parents. The
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Freirian problem-solving approach where focus groups that allow parents to establish what
the issues are allows them to have some power or say in what happens in schools.
Of great significance was the fact that 73% of the principals said that they had not
had a class in parent involvement. Only 10% indicated that they had covered this in two or
more classes. Fully 96% of the respondents claimed that the topic of parent involvement
had been covered not at all or minimally in their education coursework.

Summary
In this chapter, findings from the five research questions that were the guide for this
study were presented. The six types of parent involvement were tested for significance, and
learning at home and communication resulted in significance. The demographic
characteristics of principals were analyzed, and gender, number of years of education, and
ethnicity were significant in relation to the six types of parent involvement. The
demographic data indicated a majority of women (59.4% to 40.6% for males). Seventy-one
percent of the participants had master’s degrees. The most frequent range for number of
years of service for the principals surveyed was 6-10 years. Most (57%) had been at their
current school for 1-5 years. Seventy-four percent were White, and 71% indicated that they
did not speak Spanish. This finding had some significance as almost half of the respondents
indicated that language was a barrier in creating successful parent-involvement programs.
Principals indicated that in some cases they addressed this issue by hiring personnel who
spoke Spanish.
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In analyzing the effects of the demographic variables, female respondents rated five
of the six types of activities, excluding decision making, as more effective than did males.
In terms of education, only communication was seen as more effective. Relative to
ethnicity, Hispanic participants rated parenting, communication, and learning at home more
effective than did their White counterparts.
The first open-ended question yielded results that showed that Spanish language
services were the best activities in the experience of principals. The inability to speak the
target language (Spanish) also proved to be the biggest barrier experienced by principals in
creating parent-involvement activities that supported Latino student learning. The use of
personnel that supports the language needs of parents enhanced the perception of principals
that activities were successful. Conversely, when this language support was absent, it was
perceived as a barrier.
The last questions posed revealed that 73% of principals had had no classes at all in
parent-involvement strategies in their preparation. A full 96% said that they had none at all
or had minimally touched on the subject in their undergraduate and graduate programs.
Clearly, this is an area that would require some more study, particularly analyzing whether
school districts have specific parent involvement programs that direct principals. If not,
then the responsibility for acquiring technical skills in this area falls squarely on principals
and their staffs.
The final chapter includes the summary, conclusions, recommendations, and a
vignette by the researcher as a practitioner of the experiences with parent involvement in
his career.

CHAPTER 5
DISCUSSIONS AND CONCLUSIONS

Introduction
This chapter reviews the processes used to achieve the results obtained. The
research problem and the antecedents that led to the study are restated. The major sections
provide a summary of the results and any implications for educational practice and future
research. As the researcher is also a principal practitioner, a section of this chapter provides
a personal reflection on the elements studied and the conclusions reached.

Statement of the Problem
Approximately 13% of U.S. Hispanics 25 and older have at least a bachelor degree,
compared with 28% of the total U.S. population of the same age (Motel & Patten 2012).
This academic disparity illuminates the fact that educational attainment of Latinos remains
lower than for all other groups. The academic success of individuals is often predicated on
early preparation. Education is often the best tool for creating wealth and happiness (Kezar,
Frank, Lester, & Yang, 2008).
Clearly, children at risk of failure or poor performance can profit from the extra
support that engaged families and communities provide (Henderson & Mapp, 2002).
Further research is needed in comprehending the relationship, if any, between cultural
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factors and educational responsiveness, level of comfort in schools, and motivational
factors that affect the active participation of low-socioeconomic Hispanic parents (Barreno,
2005).
Principals play an important role in creating the kinds of conditions that provide
success in school. The work done with parents is essential to this development. The
relationship between parents of Latino students and the support the school can provide is
the primary focus of this study. The perceptions of principals are an important element in
deciding how and in what to engage. This study looks at the perceptions of principals
relative to parent-involvement activities for parents of Latino students.

Research Questions
The following research questions were addressed in this study:
1.

Among elementary school principals, what is the perceived effectiveness of

parental involvement based on Epstein’s six typology activities?
2.

What specific principal attributes (gender, level of education, years of

service, years of service at current school, race/ethnicity, and ability to speak Spanish [if
affirmative, level of proficiency]) influence principals’ perceptions of the effectiveness of
parent involvement activities?
3.

What parental involvement activities do principals find to be effective in

their schools?
4.
involvement?

What barriers have principals found in their schools that influence parent
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5.

What professional development courses on parent and family involvement

have principals taken as part of their professional preparation and their professional
practice? If no courses, has parent involvement been part of their professional training?

Summary of the Results
The Epstein framework for school, family, and community partnerships (Epstein et
al., 2002, 2009) was the primary theoretical foundation for this study. The basic question
related to principals’ perceptions of the effectiveness of parent- and family-involvement
activities with parents of Latino students. The six types of parent and family involvement
Epstein et al. have posited were utilized. These are providing families with parenting
information, communicating with parents and families of Latino students, incorporating
parents of Latino students as volunteers, providing parents and families with information on
learning at home, involving parents and families of Latino students in decision making at
school, and collaborating with the community. It is important to note Epstein’s theory of
overlapping spheres of influence. That is, the three major contexts in which students learn
may be pushed apart or brought together based on the intent and will to engage of the
participants. If schools make an attempt to get close to parents, to involve them and to
bring community resources to bear, the relationship between the spheres is enhanced. The
opposite can also occur based on the actors’ views.
RQ1 asked if there were differences among the six types of involvement. Results
indicated that the Learning at Home and the Communication scales differed significantly
from the other scales. Specifically, learning at home was perceived by principals as being
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the most effective activity when working with parents and families of Latino students. At
the sample level, it was rated higher than the other five types of activities. The
interpretation is that issues such as homework, reading at home, and projects that have
family support are conducive to achievement because students have the support of the
family. Edwards (2009) calls this “curriculum-based parent involvement.” She claims it is
important to show parents to actually practice what learning at home should look like. The
number of principals in this survey who stated that literacy and curriculum nights were
effective parent-involvement strategies validated this concept. Many of the principals
stated that family nights targeting Latino parents and helping them to understand the
curriculum and the procedures in school is indicative of the value of supporting the learning
at home dimension.
Communication, which can take many forms, was next in the perception of
principals as effective when working with parents of Latinos. The information that leads to
families becoming involved in school activities or learning at home, if communicated in
Spanish as well as in English, was also supported by the comments principals made. The
manner of the communication is based on the relationships built with the parents of Latino
students. As stated in Chapter 2, many of the parents come from working-class
backgrounds, and school may not have worked well for them. Creating safe and welcoming
environments is part of the communication message that is sent out in building relationships
based on trust and mutual respect. The Learning at Home scale was rated as more effective
on average than the other scales. The next highest rate type of involvement was the
Communicating scale. The use of personnel who speak Spanish as liaisons, as well as
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structures and committees where Spanish is utilized, was rated as an effective strategy by
the principals. Adding to this, classes in English, GED and computer literacy help enhance
the capacity of the parents and their disposition in engaging the school.
The Decision Making scale had the lowest mean scores, indicating the principals
believed that this had the least impact on Latino parents when working with families of
Latino students. Some of the reasons behind this certainly have to do with language.
Becoming involved in committee work with school personnel or middle-class families who,
for the most part, communicate in English may be intimidating to many non-English
speakers. This was reflected in the perceptions of principals as well; in the open-ended
question on barriers to establishing parent involvement activities: 48% of the principals
cited language issues when dealing with parents of Latino students; 28% of the principals
also cited class differences as a barrier. Decision making in schools requires committee
work and discussions, both of which would be affected by these issues.
The social class of many Latinos, as indicated by the census of 2012 (De NavasWalt & Proctor, 2014), is affected by a poverty rate that reached 25.6% of all Latinos in the
U.S. The educational level of Latinos remains the lowest of all groups in the U.S.
Approximately 41% of Hispanics 20 and older in the U.S. do not have a regular high school
diploma, versus 23% of comparably aged African Americans and 14% of Whites (Fry,
2010). This contributes greatly to a cultural barrier between schools and Latino families.
Language, as well, continues to create part of that divide. One principal stated it was
important to “create a higher level of comfort for those parents who do not speak English.”
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RQ2 asked if there were significant demographic differences in perceptions of the
effectiveness of parent-involvement activities. Demographic characteristics of principals
were collected to determine if there was any association between these and their
perceptions about the effectiveness of parent-involvement activities. The principals’
demographic characteristics looked at were gender, level of education, overall number of
years of service, number of years at the current school, race/ethnicity, ability to speak
Spanish, and perceived proficiency in Spanish. Gender, education, and ethnicity each
showed significant effects.
The gender results showed 59.4% of the respondents were female and 40.6% were
male respondents. Five of the six variables varied significantly based on gender, the
exception being decision making. Female participants rated the five involvement practices
as more effective than did the males. The differences could be due to experience or the
particular setting in which a principal finds himself/herself. This suggests an area for
further research.
Education was a significant predictor of principals’ perceptions of the effectiveness
of parental-involvement activities. The principal’s educational experiences may have
contributed to this effect in that the literature, as detailed in Chapter 2 of this study, is
extensive with positions that highlight and indicate the value of parent involvement. The
open-ended question that dealt with whether principals had courses related to parent
involvement gave evidence that few had classes in this area. An interpretation is that the
particular setting, the district philosophy and practices, and the individual principals’
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perceptions may differ, thereby impacting what they see as important and where they focus
their attention.
Ethnicity was also related to the principals’ perceptions of the effectiveness of
parental-involvement activities. The Latino principals rated the Communicating scale as
more effective than did their White counterparts. This could be a function of language
and/or cultural affinity. Latinos also rated the other scales as more effective than did the
White principals. Again, the cultural connection may have played a role in how parent
involvement is perceived. This, though, suggests areas for more research.
The last part of the study collected principals’ impressions of activities they
believed had been effective in their schools in facilitating involvement on the part of
parents and families of Latino students. Barriers perceived to exist relative to the
involvement were also collected. One last set of data asked principals if parent and
community involvement had been a formal course taken in their professional preparation or
if it had been part of a course. A principal’s awareness of a theoretical position relative to
parent involvement could have facilitated his or her own practice in this area.
Looking at the Epstein model (Epstein et al., 2002, 2009), which has a wide
acceptance and impact, allowed the researcher to focus on parental-involvement activities
that have been thoroughly studied. The concept of overlapping spheres of influence
involves the three players in the educational drama of students: school, families, and
communities. Some schools may seek to involve one or another, and some do a good job of
involving all.
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The Epstein et al. (2002, 2009) model is based on a social organization perspective
of overlapping influence, emphasizing that children are best supported when families and
schools have shared goals and work collaboratively. This model includes the community as
an important arena of child and adolescent learning. It views school, family, and
community relations as dynamic, in that their overlapping spheres can be pushed together
or pulled apart by important forces: background and practices of families, schools and
communities, developmental characteristics of students, historical and policy contexts, and
time (Epstein & Sanders, 2000; Simon, 2000). Families, schools, and communities are
jointly responsible for and influential in children’s development.
Epstein et al.’s (2002, 2009) parent involvement model has been widely
implemented; in 2013, it had action teams in schools in 25 states and affiliations in 40
different countries (Sheldon & Jung, 2014). The action teams that schools create to
implement the model report success in improving achievement. Central to this is the work
of principals (Sheldon & Jung, 2014). This study aimed to look at the perceptions of
principals because the researcher believes these influence decision making, focus attention,
and impact budgetary decisions. Leadership is about setting the agenda, and therefore
perceptions have a strong impact on what is viewed and acted upon.

Review of the Methodology
An electronic survey, adapted by the researcher from the work of Epstein et al.
(2009) and Wright (2009), consisting of 32 items (30 survey items and two items included
for validity) was sent to the principals selected to determine their perceptions of the
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effectiveness of parental-involvement strategies and activities with parents of Latino
students. The initial number sent out was 285. The response rate was low, and several
attempts to increase it did not succeed. The threshold of free and reduced lunch was
decreased to 20%. This increased the total number of surveys sent out to 435. The
researcher made an operational decision. The thinking was that although the percentage of
Latino students was reduced, the principal’s responsibility to involve Latino parents is still
evident when one fifth of the student body is represented. There were 102 respondents, for
a 23% response rate. This is a fairly consistent response rate in research.
Two of the survey items were meant to test the validity of responses by containing
obvious response options. The survey also asked principals demographic questions to
determine gender, education, number of years of service, number of years of service at
current school, ethnicity, ability to speak Spanish, and level of proficiency for those who do
speak Spanish. Four open-ended questions asked for successful parent-involvement
activities and barriers to these. A third question elicited whether principals had had parent
involvement classes during their preparation and, if no classes, whether parent involvement
had been part of any of the content of their other classes.
Descriptive statistics were used to report the data collected from the surveys.
ANOVAs were carried out to determine significant differences among the parent
involvement types. The null hypothesis was rejected, as Learning at Home was rated more
highly than all but one other subscale, and Communication was rated significantly higher
than three other subscales. MANCOVAs determined that gender, education, and ethnicity
were significant predictors of perceived effectiveness.
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The method utilized to analyze the open-ended questions was a constant comparison
analysis. This yielded the themes as they were repeated by the respondents. The open-ended
questions were analyzed for frequency of concepts and themes presented. The number of
total responses varied for the open-ended questions. Question 9 had a total of 85 responses,
Questions 10 and 11 had 82 each, and Question 12 had 86 responses. The major ideas that
principals believed had created some favorable relationships and had influenced positively
the parent and community involvement were, first, language support in the form of
translators and/or bilingual liaisons and, second, family literacy activities. The particular
focus on Latino family literacy may have added an interesting dimension as, again, it
involved a language component.
The language variable, that is, the ability to speak Spanish, was seen as both an asset
when present and a barrier when absent as a resource at school or an ability demonstrated
by the principals. Work conflicts when parents worked several jobs or worked hours that
were not congruent with school hours were seen as barriers as well. Twenty-three percent
of the principals saw this as a major barrier. The time when parents were available was
difficult to establish. The importance of communication and learning at home was enhanced
as a parent-involvement activity as the opportunities for working-class parents to attend
school functions were limited.

Interpretation of the Findings
The two parent-involvement activities that were found to differ significantly were
learning at home and communication. According to Epstein et al. (2002, 2009), learning at
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home encompasses activities such as providing information about the skills required at each
grade level, information on homework policies, how to assist students with improving their
skills, schedules of homework, curricular family nights, summer or vacation packets, and
family participation in goal setting. The definition of homework or work at home means
not only work done alone but also interactive work, linking the school work to real life.
Help would include support, encouragement, guiding, and monitoring, not only teaching or
supporting the school subjects.
Learning at home can be seen as an extension of the school. For many Latino
students who are behind in school or are dealing with acquiring a new language, the
supplementary time spent on learning activities or simply reading at home can be seen as
quite positive by teachers and principals. This makes sense and is validated by the results
of this study.
This goes along with the supportive attitudes and alignment of values that learning
at home also assumes. This means that even if the parents cannot help with the schoolwork,
they encourage and value the process. This is an example of spheres of influence coming
together to support learning at school and at home. One principal was emphatic in saying
that this “starts with personal contact by teachers and administrators, phone calls, texts, emails, letters.”
To be effective, communication must be a two-way or even three-way effort, with
school, parents, and families, as well as the community, providing pertinent information to
the benefit of the student. The communication activities include conferences with parents,
translators when needed, weekly folders, parent pick-up of report cards, regular schedules
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of memos, calls and e-mails, or any other form that relays messages. Clear communication
on educational choices, policies, and resources is a critical component of this type of parent
involvement.
The variety and differences among communities create particular and specific issues
that, although retaining similarities, have to be considered individually. Size, racial
diversity, and economic robustness are some features that could differ by community and
impact a school’s make-up. The willingness of principals to evaluate and then create parent
involvement that suits the needs of a community is an important feature in how this
learning at home and communication are implemented. Efforts have to be sustained over
time and repeated, and school personnel have to learn from their mistakes. A leader’s
responsibility is to keep the momentum of parent involvement in the forefront of the school
plan.
The demographic characteristics that were significant predictors of perceptions of
effectiveness were gender, education, and ethnicity. Female respondents rated five of the
types of involvement as more effective than males, with decision making rated as less
effective. Follow-up research on why females found more of the types of activities as
effective could yield some interesting results. Education was a significant predictor of the
effectiveness of communication only. The value of dialogue and relationships could be an
explanation for this. In the ethnicity category, Latino participants rated the communication
category as more effective than their White counterparts. The role of language and the
cultural affinity may have played a role in this result.
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In terms of the practices that principals felt had been effective, translators, language
support, and bilingual liaisons were identified by principals as examples of positive
program implementation when involving parents of Latino students. This makes sense as
language plays a big role in the ability to create communication and relationships.
Academic and curriculum support were also identified as positive forms of involvement.
The Latino family literacy program was seen as particularly effective, as the language
component was a key feature in which Spanish-speaking parents were comfortable in
participating. One principal alluded to this, saying, “Our ELL teachers provide excellent
communication through multiple services.”

Relationship of Study to Previous Research
This study is connected to the Epstein et al. (2002, 2009) work on school, family,
and community partnerships. Epstein et al. (2009) maintain that schools in more
economically depressed communities make more contact with families about problems and
difficulties that their children are having unless they work at developing balanced
partnership programs that also include contacts about the positive accomplishments of
students. This research was carried out with schools that had a significant free and reduced
lunch population; thus, the poverty variable may have played a role in the principal
decision-making. Many teachers and administrators want to communicate but do not know
how to build efficiently and effectively positive and productive programs and,
consequently, are fearful of trying. Epstein et al. (2009) refers to this as a “rhetoric rut,”
addressing parent involvement but truly creating only minimal programs that address these
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needs. This was borne out in the results obtained in this study, in which 73% of the
principals who answered the question about courses taken on parent involvement had never
had a course, and 17% had taken one. Fifty-two percent of principals surveyed stated that
the topic had been covered minimally.
It is well documented that parental involvement is critical to the success of students
(Barreno, 2005). Henderson and colleagues (2002, 2007) have compiled a significant
number of studies that link parental involvement with school achievement. They conclude
that when schools, families, and community groups work together to support learning,
children tend to do better in school, stay in school longer, and like school more. This is a
confirmation of the Epstein et al. (2002, 2009) spheres of influence coming together.
The research on principal standards done by the ISLLC and the National
Association of Elementary Principals, which puts parent involvement at the core of
principal practice, is not borne out by this research, as a significant number of principals
had not had any academic preparation with parent involvement. ISLLC, which represents
the Chief State School Officers as well, has parent involvement as a central tenet. The
awareness of these elements of parent involvement in the standards and their relationship to
principal practice may be an area for further study.
Although not specifically stated in the survey, previous research on Freire (Darder,
2002; McLaren, 1999) and his methodology is connected to many of the elements that were
discussed by principals in the open-ended questions. The idea that communities differ in
the details of the “problems” that confront them is a key idea in the Freirian perspective.
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The notion of communicating and finding solutions or directions in which to work, through
dialogue, is another theme elucidated by Freire.
Cultural competence is having an awareness of one’s own cultural identity and
views about difference and the ability to learn and build on the varying cultural and
community norms of students and their families. It is the ability to understand the withingroup differences that make each student unique while celebrating the between-group
variations that make our country a tapestry. This understanding informs and expands
teaching practices in the culturally competent educator’s classroom (NEA.org, 2015).
Culturally competent principals utilize this skill to look at issues of culture, language, race
and class when dealing with parents in their schools. This is a skill that principals can help
their staff with as they have contact with parents from different backgrounds.
As mentioned in this study, one of the researcher’s primary interests lies in the
performance, or lack thereof, of Latino students. The demographic growth of the Latino
population certainly invites further study in how principals’ perceptions play a role in the
educational attainment of this large group of students and their families.

Implications of the Study
The importance of language, particularly for Spanish-speaking, working-class
parents, is clearly articulated in this research. If parent involvement is so critical to student
success and the schools do not have the personnel necessary to communicate effectively,
the task becomes more difficult for all involved. Although principals’ command of the
target language--Spanish, in this case--was limited, there were several instances in which
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bilingual Spanish-speaking personnel were mentioned as contributing to the
communication. Given the large number of immigrants from various countries, it is
impossible for an individual to be expected to command that many languages. The solution
lies in recruiting strategically in the communities served and identifying and training
personnel with the required linguistic skills. This requires a long-term plan and the
commitment of resources, namely stipends or salaries, as one cannot expect volunteers to
systematically address this issue.
The utilization of the 40% threshold for free and reduced lunch in this study
indicates a population that is impacted by poverty. Even reduced to 20%, this still
constitutes a significant percentage of a school’s population. An assumption based on
professional experience is that a large number of these parents have difficulty in navigating
the “vernacular” of the school in their own language, Spanish, much less in English. The
finding of significance of the communication activity implies deconstruction of this
educational language into something that working-class parents can comprehend and
incorporate. Utilization of translated materials is a good first step, but again, the issue of
comprehending what the translated material means is another. The results indicate that
meetings where there is one-on-one contact with families was a more effective method.
Lack of preparation in undergraduate and graduate teacher and administrator
courses relative to parent involvement remains perhaps the biggest finding from this
research. The existing literature is clear on the role parent involvement plays in the success
of students (Epstein et al., 2002, 2009; Henderson et al., 2007; Olivos, 2007; Wang et al.,
1993). Districts that have high percentages of Latino students, many of whom may be on
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free and reduced lunch, Title I, and Title III programs respectively, have specific guidelines
and mandatory budgetary allocation for parent involvement. This should provide principals
with some federal, state, and district mandates to look at and intervene with parent
involvement. It would be reasonable to conclude that some specific in-service by districts
would have taken place. Cultural competence is an area where principals and their staff can
also increase their knowledge and awareness. That is an area for further research as well.
A course dealing with social, political, and economic factors that create social
dissonance would be a recommendation. In my graduate work, I have briefly encountered
some of the more critical thinking in this area as it reflects on the politics of education.
Ayers, McLaren, Kozol, Kohn, and similar researchers were not read or discussed. Even
Freire, I found outside of the academic preparation. If the data shows that the majority of
educators in American education are White middle class, this study confirms that a different
perspective, perhaps even a radical perspective, may be refreshing and eye-opening. That
could also be a topic for further research: the political inclinations and tendencies of teacher
and administrator training programs.
Several of the principals in the study talked about the specific characteristics of their
schools and districts in terms of presenting parent-involvement programs. In one
community in which I worked, there were approximately one thousand people from the
same town in Mexico. Knowing something about the people and the town would certainly
help in the development of a relationship. There are specific versus general community
factors. There are commonalities, language, and levels of education for teacher and
administrator preparation versus some highly specific issues in some communities that need
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to be studied from a theoretical point of view and adapted to the idiosyncrasies of the
community being served. One element that seems to arise in discussions of school success
is that of principal turnover. The continuity of a school leader, when positive and working
well, can be a factor in the above-mentioned area. Building relationships and knowing the
families and the community issues would be a major positive factor. Relationships matter;
great principals remember that it is people, not programs, that determine the quality of a
school (Whitaker, 2007).
Given the theoretical perspective utilized in this study, that of Epstein et al.’s (2002,
2009) overlapping spheres of influence and gauging the success their organization has
enjoyed, training in that model may be reasonable for districts. The results from this study
indicate that gender, education, and ethnicity proved to be significant, indicating that there
is a relationship between the individual perceptions of principals and some of their prior
experiences. This stands to reason, as raising awareness of the influence and impact of
perceptions and the alignment or fit to a district becomes more and more important in the
selection of school leaders.
Once employed, staff development in the area of parent involvement is an important
part of a principal’s development. The themes that this research has elucidated can be the
starting point for a principal’s institute or even a class. That is certainly an area in which
this researcher plans to engage, as well as a topic for further research.
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Implications for Further Research
Research with various Latino groups, as Latinos do not belong to a monolithic
group, would be perhaps one of the first suggested areas for investigation. Some cultural,
regional, linguistic and even racial differences exist among Latinos, and educational
institutions’ awareness of this could be valuable material for study.
Further research on the issue of language and its impact on relationships are
warranted. Language was not a significant demographic value in terms of the six variables
studied, but it certainly showed up in the open-ended comments made by principals.
Several addressed their inability to connect because of the language or their ability to
connect because of the language. The relationships that language can facilitate is an area
that would be interesting to research.
Parent-involvement differences by grade level could be an important qualitative
aspect of further research. Younger children tend to have more active parents in the sense
that they participate more in functions and activities. If the notion of learning at home is as
valid as the principals in this study indicated, what does that mean for older students?
The variance indicated by principals could be impacted by the schools and
community in which schools exist. District policies that impact the schools’ parentinvolvement policies were not looked at, but they have an effect as budgetary and policy
decisions are centrally controlled. Various communities, their social make-up, and their
relationship to the schools would be a fascinating way to investigate parental involvement.
Much research has been done on Freire and education; a strand that could be
investigated is his “problem-solving” methodology and principal willingness or

116
effectiveness in utilizing it. The problem solving he proposes rests on dialogue between
school personnel and members of the community. The identification of issues through this
dialogue becomes the subject matter of a school’s parent-involvement activities. The
relationship between the school and the parents starts from equal positions of “power” and
influence and proceeds with all parties as equal partners.
Research is based on initiatives from various theoretical models. This research
looked at one in particular, the activities proposed by Epstein et al. (2002, 2009). This
researcher did not see in the literature reviewed any comparisons of various models with
parents of Latino students. The training of principals in critical methodologies as opposed
to traditional school perspectives, or in conjunction with them, may be an interesting blend
of methodologies.

Researcher as Practitioner
I have been an educator for 37 years and more. I have worked in 10 different
schools, in positions that include program assistant, teacher, language arts specialist,
assistant principal, and now a principal for 17 years. My career has, for the most part, been
in bilingual and Title I schools. Title I schools are so designated because of the percentages
of free and reduced lunch given to students attending. This is a measure of the level of
poverty in the neighborhood. The school where I currently serve has a 71% poverty level.
In schools, the parent involvement has been determined by the relationships built with the
constituents--that is, the parents and community members. Communication has been central
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in the schools where I have worked, and it has been directed primarily at creating
conditions that enhance the educational experience of the students.
I have been interacting, supporting, and advocating for Latino parents for four
decades. As a school administrator, there were few, if any, courses that were specifically
aimed at preparing me or my colleagues for community and family involvement. The
experiences I have had as a teacher and an administrator have brought into the forefront the
importance of working with parents and with the community to support all students, but
particularly those who are under-represented in institutions of higher education, as that is
the “ticket” in this society to social mobility. John Dewey’s belief in schools as the “great
equalizer” is one that I share greatly, but much work goes into making this a reality. As
stated in Chapter 2 of this study, Latino dropout rates have been consistently high;
approximately one third of Latinos did not finish school in 2000. Reports such as Fry
(2014) indicate that this rate has been cut by almost half, but Latino dropout rates remain
higher than that of any other ethnic group.
My first principal position was in North Richmond, California. Verde Elementary
School had a population of 330 students and was by all accounts a divided community. The
racial politics that played out in North Richmond were dramatic and dangerous. There
were economic factors, as this was the poorest census track in the Bay Area. There were
three major ethnic groups: an old community of African American residents; a newer,
growing Latino community; and a more recent group of Mien people--Laotian tribesmen
who fought alongside the CIA during the Vietnam War. The competition in the community
for limited resources created tension at school, as well as among the children.
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Starting a bilingual program for the largest group exacerbated existing tensions.
Interestingly, in my experience, the best strategies involved building connections with
various community organizations. Bringing these into action at the school through a
community garden, a school clean-up day, and a health fair all generated goodwill that
brought parents to the school and gave us positive energy on which to build.
The use of Title I and III funds, federal dollars that support students in poverty and
students acquiring English, was also a vehicle in all of the schools where I have worked to
create parental involvement. Title funds, by definition, require a parent-involvement
component. The schools where I worked created parent advisory councils and allowed
parents to problem-solve in a Freirian manner by defining the issues and proposing the
solutions. Many schools built programs that brought parents into the school to take English
as a second language, GED, and parenting classes by obtaining grants for collaborating
with community partners.
My own Spanish language proficiency has created many opportunities to develop
relationships with parents in Latino communities. Being bilingual and bicultural has helped
me facilitate relationships with Latino parents. This, in turn, has assisted the schools in
incorporating parents as leaders in schools, helping with Title I and Title III parent advisory
councils, in committees, and in decision-making conversations.
This research has highlighted the importance and value of language. Understanding
the cultural, political, and economic realities of the parents through the discussions with
them has helped to focus attention on empowering parents and teaching them how the
American educational system works.

119
As a practitioner, the concept of the spheres of influence (Epstein et al., 2002, 2009)
has had a tremendous influence in my professional practice and my development as a
member of the community. The work that I have done, and continue to do, is to understand
the milieu in which I work and the particular dynamics therein and to serve as a catalyst in
creating solutions to some of the problems that continue to impact Latino students and their
families.
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Study
The purpose of this survey is to investigate principals’ perceptions of the impact of parent involvement activities
on Latino’s student achievement. This survey is based on the work of Dr. Joyce Epstein (2002-2009). Please
fill out the top section with demographic information. All information will be kept confidential and will only be
utilized for purposes of this research.
Northern Illinois University supports the practice and protection of the rights and safety of research participants.
I am Mr. René D. Carranza, a doctoral candidate in the department of Leadership, Educational Psychology and
Foundations at Northern Illinois University in DeKalb, Illinois. I am conducting a research study under the
supervision of Dr. Rosita Lopez.
This research study will involve soliciting responses from Illinois principals about their perceptions of parent
involvement and the impact they believe this has on Latino student achievement. You were selected to
participate in the study because you were identified as a building principal that has a significant Latino
population (40% or higher) in your building. I am seeking to understand how a principal’s perception of parent
involvement affects his or her practice. This survey will take approximately 20 minutes to complete. There are
six domains that contain a total of 32 elements.
Participation in the study is voluntary and poses no risk to you. It will require only the completion of one
survey. Any information obtained for this study will remain anonymous and confidential. No special individual,
school, or school district will be identified in my dissertation or any other publication. Only summary statistics
will be reported. In this regard, there will not be any adverse effects or risks to you for participating in this
study. After the data has been downloaded, it will be stored in a locked file cabinet for a period of three years
after the conclusion of the study and then destroyed. The results of this study will be available you so indicate.

Consent Statement
The research project and associated consent form have been explained to me. I have read and understand
the information presented above. I agree to participate in the study designed to René D. Carranza. I am
aware that my participation is voluntary and that I can revoke my consent to participate at any time.
I also understand that if I have any questions to this study that I may contact René D. Carranza, the researcher
at [phone number] or [e-mail address]. In addition, I understand that I may contact this dissertation chair, Dr.
Rosita Lopez at [e-mail address]. Respondents may also contact the Office of Research Compliance, Lowden
Hall 301 for information or concerns. The phone number for the ORC is 815-753-8588 or the web page at
www.orc.niu.edu
If you would like to participate in this survey, then please click on the next button to continue the survey. By
pushing this button, you are agreeing to participate in the survey and providing René D. Carranza with your
consent. If you would like to discontinue your participation now or at any time during the survey, then please
exit the program. Thank you in advance for your time.
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1. Gender

2. Highest academic degree

3. Number of year as principal at this school

4. Total number of years as a principal

5. What is your race/ethnic background?

6. Do you speak Spanish
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7. What is your proficiency in Spanish?
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Please rate each of the following activities, as you believe they are effective for improving Latino students’ academic
performance.
1.
2.
3.
4.
5.

Not effective
Less effective
Somewhat effective
More effective
Highly effective

Not effective

Less effective

Somewhat effective

More effective

Highly effective

8. Education courses (English
as a Second language, GED,
college credit, family literacy,
parenting courses)

○

○

○

○

○

9. Language translators to assist
families as needed

○

○

○

○

○

10. Parent room or family center
for volunteer work, meeting, or
resources for families

○

○

○

○

○

11. Conference with parents at
least once a year, with follow up
as needed

○

○

○

○

○

12. Family support programs to
assist families with heath,
nutrition and other services

○

○

○

○

○

13. Providing calendars with
activities for parents and
students to do at home or in the
community

○

○

○

○

○

14. Independent advocacy
groups to lobby and work for
school reform and
improvements

○

○

○

○

○

15. Service to the community by
students, families, and school

○

○

○

○

○
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Not effective

Less effective

Somewhat effective

More effective

Highly effective

16. District level councils and
committees for family and
community involvement

○

○

○

○

○

17. Making clear to parents that
all students will be held to the
highest expectations

○

○

○

○

○

18. School and classroom
volunteer program to help
teachers, administrations,
students, and other parents

○

○

○

○

○

19. Home visits at transition
points

○

○

○

○

○

20. Weekly folders of student
work sent home for review

○

○

○

○

○

21. Annual survey to identify all
available talents, convenient
time and locations for
volunteering

○

○

○

○

○

22. Workshops and videotapes
on parenting for each age and
grade level of children

○

○

○

○

○

23. Providing information for
families on skills required for
students in all subject at each
grade

○

○

○

○

○
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Not effective

Less effective

Somewhat effective

More effective

Highly effective

24. Written material, on-line
courses, phone class with
suggestions on child rearing and
parenting

○

○

○

○

○

25. Parent/student pick up of
report card with conferences on
improving grades

○

○

○

○

○

26. Flexible schedules for
volunteers, assemblies, and
events to enable employed
parents to attend

○

○

○

○

○

27. Information on school or
local elections for school
representatives

○

○

○

○

○

28. Service integration through
partnerships involving school,
civic counseling, cultural, health,
recreation, and other agencies,
organizations, and businesses

○

○

○

○

○

29. Information on community
activities that link to learning
skills and talents, including
summer programs for students

○

○

○

○

○

30. Family participation in
setting goals each year and
planning for college or work

○

○

○

○

○

31. Regular schedule of useful
notices, memos, phone class,
newsletters, and other
communication

○

○

○

○

○

32. Class parent telephone tree
or other structure to provide
families with needed information

○

○

○

○

○

33. Providing information on
homework policies, academic
activities, and summer learning
and how to monitor and discuss
schoolwork at home

○

○

○

○

○

34. Network to link all families
and parent representatives

○

○

○

○

○
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Not effective

Less effective

Somewhat effective

More effective

Highly effective

35. Utilizing harsh disciplinary
methods to achieve compliance

○

○

○

○

○

36. Information for students and
families on community, health,
cultural, recreational, social
support and other programs

○

○

○

○

○

37. Active parent organization
(PTO, PTA) or other parent
organizations, advisory councils
for committee for parent
participation and leadership

○

○

○

○

○

38. Provide information on how
to assist students to improve
skills on various classes and
school assignments

○

○

○

○

○

39. Participation of alumni in
school programs for students

○

○

○

○

○
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Please list some programs/activities with parents of Latino students in your
school that have been particularly effective in improving student
performance

Please explain any barriers or problems that you may have encountered as
principal in attempting to establish parent involvement activities for Latino
families

What courses on parent and family involvement did you complete, of any,
for your educational degrees

If none, was parent and family involvement covered in your classes? If so,
to what extent were these topics covered?
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If you would like to receive the results of this survey, send an e-mail to [e-mail address] to
request. Thank you
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This survey was developed and adapted from material published by Joyce Epstein M.S.
Sanders, B. S. Simon, K. Clark-Salinas, N. Rodriquez Janssorn and F. Van Voorhis (2002) in
nd
School, Community Partnerships, Your Handbook for Action (2 Ed.) Corwin Press, Thousand
Oaks, CA and Esptein et al (2009).

